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EDUCATION: EXPLORING STUDENT TEACHERS’ “STUCK MOMENTS” 
 
 
Erica Eva Colmenares 
 
 
Set within a discursive field of humanist and neoliberal thought, this post-
qualitative study attended to student teachers’ “stuck moments” in a university-based, 
social justice-oriented teacher education program (SJTE). It sought to problematize the 
familiar tendency of ascribing student teachers’ stuck moments as symptomatic of 
the theory-practice gap, an argument frequently lobbied by policy makers to dismantle 
university-based teacher education in favor of alternative (read: more lucrative) 
programs. Challenging the representational logic that undergirds prevailing 
conceptualizations of stuckness and the theory-practice gap obsession in teacher 
education, this study conceptualized stuck moments as a fluid, moving assemblage of 
bodies (human and nonhuman), and discursive, affective, and material forces. 
  
  
Informed by posthumanist theories of affect, this case study of six preservice 
teachers enrolled in an SJTE program used a rhizomatic mapping process that entailed 
assembling a series of wonder cabinets to map the discursive, affective, and material 
forces that shape student teachers’ stuck moment(s) and explore what these stuck 
moments do to student teachers. Data sources included field notes and jottings, individual 
and group conversations, and the creation of wonder cabinets of stuckness.  
The findings of this study suggest that the materiality of field placement sites (i.e., 
the physical and discursive), the pressure on student teachers to achieve teaching mastery, 
participants’ desire to have an impact on their students, and the challenges of enacting 
critical/justice practices, constitute the stuck moment assemblage. These constituting 
elements also illuminate the infiltration of learning discourses in student teachers’ 
stuckness. With their focus on mastery, normative teacher identity categories, measurable 
goals, and telos-driven progress narratives, learning discourses—while seductive for 
student teachers—collide with the tenuousness and uncertainty of social justice work. 
These discourses also generate and intensify the negative affects that animate student 
teachers’ stuck moments. These affects include, among others, worry, shame, and 
loneliness. This research foregrounds how stuckness holds the potential to simultaneously 
expose and oppose the conflicting discourses, affective attachments, and intensities, that 
student teachers encounter as they navigate through the various spaces of their SJTE 
program. 
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Just as I had over the previous 33 days, I drove to my field placement with fellow 
student teacher Rebecca in a clunky 1996 minivan that we lovingly (and ironically) 
dubbed “Pablo, the Party Van” (see Figure 1). We had just pulled into the school’s 
parking lot when an inexplicable, paralyzing force took over. The details remain hazy. I 
remember gripping the steering wheel and digging my nails into its rubber; glaring at the 
smiling faces on the cover of our required course text, “How to Be an Effective Teacher: 
First Days of School” (Wong & Wong, 1998; see Figure 2); Rebecca tapping the hood of 
the car, getting me to hurry up; and then rolling down the top part of the car window to 
yell, “I’m sorry, Rebecca, but I just can’t do this. I can’t go in.” I sped off, leaving a 
flustered Rebecca and a wobbling hubcap behind. I never made it to my placement that 
day. My field supervisor, who had heard about the incident from Rebecca, attributed my 
“act” to my “unwillingness to embrace discomfort.” She had apparently witnessed 
moments like mine before. That night, she left a note in my student mailbox with the 
following quote: “Not only must you accept this adversity, you must love it, seek it out, 
  
2 
communicate with it, delve into it, increase it. – Felix Guattari.” Although I had no idea 
who “this Gu-ATARI® guy” was, the note—and the residue left by that experience—
lingered. 
 
Figure 1. Pablo, the Party Van. 
 
Figure 2. The First Days of School book cover. 
Twelve years after I hightailed it out of Franklin Elementary School’s1 parking 
lot, and perhaps in some sort of twisted karmic retribution, I am now an instructor and 
field supervisor in a university-based, social justice-oriented teacher education program. 
In this role, myriad versions of my own parking lot scenario—although varying in 
degree, kind, and dramatic flair—have become routine. Encounters with my student 
                                                
1 All names are pseudonyms. 
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teachers2 typically bear witness to moments that are difficult to describe or respond to, 
yet are palpable because of the emotional and affective intensities they produce. 
Punctuated by uncertainty, frustration, or stuckness (Cvetkovich, 2012), these moments 
are often in sharp contrast to the fanfare that my student teachers arrive with: “I am going 
to change the world”; “I want to make a difference in students’ lives”; “I LOVE LOVE 
LOVE children”; “Ever since I was little, I always knew I wanted to teach”; “Teaching is 
my passion.”  
The initial zest that typically accompanies student teachers as they enter a teacher 
education program, juxtaposed with belated feelings of hesitation and discomfort, sheds 
light on two important dimensions of teacher education. First, it highlights the circulation 
and saturation of the animated intensities (Chen, 2012), or affects, in such programs. 
Second, it reveals instances where/when a student teacher feels, for lack of a better word, 
stuck3. Adrift and emotional, the student teacher is unsure of what to do.  
Frequently, student teachers’ “stuck moments” are often ascribed to a thorny, yet 
familiar, issue in teacher education: the perceived separation between theory and practice, 
or its more common moniker, the theory-practice gap. In teacher education, the theory-
practice gap is articulated in variety of ways: as the “gap” between a field’s theoretical 
                                                
2 I use the terms student teacher or preservice teacher interchangeably. The terms denote any 
individual who is enrolled in a preservice university-based teacher education program 
3 Here and throughout, I use the phrases stuck, stuck moment, or stuckness as these were the 
words verbally articulated by my student teachers (either in conversation or via written journal entries) 
during my exploratory study. While the words stuck or stuckness traditionally signify some sort of “static 
condition” or “lack of movement” (Oxford English Dictionary, 2014), as I will argue throughout this work, 
these moments are far from “unanimated dead zones” (Stewart, 2007, p. 6). They are moments 
continuously animated by movement, fluidity, and a field of material, discursive, and affective forces. But, 
like all phenomena that evade “meaning” or “representation” (Stewart, 2007, pp. 3-4), the language used to 





knowledge and its application to practitioner work; a “mismatch” between what is 
learned in a preparation program (read: theory) and the realities of the classroom (read: 
practice; e.g., Ball, 2000; Ball & Cohen, 1999; Dewey, 1904/1964; Shulman, 1986, 
1998); a “divide” between research and practice (e.g., Greenwood & Abbott, 2001); or, as 
the “segregation” (e.g., Dhingra, 2004; Honan, 2007) or “split” (e.g., Carroll, 
Featherstone, Featherstone, Feiman-Nemser, & Roosevelt, 2007) between the academy 
and the real world (e.g., Gutstein, 2006; Lampert, 2003). 
Theory-Practice Gap in University-Based Teacher Education 
The theorization of the theory-practice gap in teacher education is neither new nor 
unique. It has amassed substantial speculation over the last century, even prompting 
prominent education scholar John Dewey (1904/1964) to wonder about the “proper 
relationship of theory and practice?” (p. 313).4 To this day, tensions and questions around 
the relationship between theory and practice continue to enjoy a steady presence in 
educational research, particularly in studies rooted in cognitive-psychological 
foundations such as constructivism or cognitive science (e.g., Ball, 2000; Ball & Cohen, 
1999; Korthagen, 2001; V. Richardson, 2005). Often, the divide between theory and 
practice is framed as an unquestionable given or an undisputable problem (Korthagen, 
2001; Loughran, 2007), with the research literature devoting concerted attention to 
                                                
4 In his essay, “The Relation of Theory to Practice in Education,” John Dewey (1904/1964) 
acknowledges the importance of practice in teacher education, but only for the sake of achieving deeper 
theoretical understanding (Shulman, 1998). Dewey asserts that the “proper flow” of knowledge in teacher 
education should be from “the academy” to the field (Shulman, 1998), asserting that theory should always 
trump practice.  
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eliminating, weakening, or bridging5 the gap between the two (e.g., Ball, 2000; 
Korthagen, 2001; Loughran, 2007).  
 Now, whether the theory-practice gap in university-based teacher education6 is 
actually a problem, or whether it actually exists, is not my primary concern. Although 
this is an area worthy of consideration, I am more troubled by how this “problem” is 
gaining considerable purchase both in and outside the educational arena7, the ways in 
which it is deployed, and what it obscures. A quick glance at the current media and 
popular literature in the United States, for example, reveals a narrative of crisis for 
university-based teacher education: “America has a broken teacher preparation system” 
(Knowles, 2013, p. 6); “The field of teacher preparation is falling short of its most 
important responsibility: ensuring the teachers we train are ready to do the job” (Menezes 
& Neier, 2014, p. 1); “By any standard…schools, colleges, and departments of education 
are doing a mediocre job of preparing teachers for the realities of the 21st century 
classroom” (Duncan, 2009, para. 3), etc. The rhetoric of doom appears endless and 
widespread. And while the blame appears directed at teacher education writ large, a 
closer look reveals the specifics. According to Keller (2013), the theory-practice gap and 
the university-based schools of education from which this gap is supposedly borne, are 
the ones to blame. 
                                                
5 Unfortunately, little consideration is given to how such reconciliatory attempts may be 
problematic (even futile) as such attempts are still bound within a (Cartesian) dualist logic that defines 
theory and practice as two discrete entities (Cutler & MacKenzie, 2011). 
6 University-based teacher education is an overarching term that encompasses different kinds of 
programs, distinguished by (a) structural features such as program length (e.g., 1, 4, and 5 year programs); 
(b) “themes”; or (c) conceptual orientations which guide a particular program’s view of learning, teaching, 
and what teachers need to know (Zeichner & Conklin, 2005).  
7I contend that this educational arena extends past the borders of the United States and stretches 
across the globe. In Australia, for example, the “integration of theory and practice” is among the Australian 




 Most often, the theory-practice gap is mobilized to do two things: First, it is used 
to criticize university-based teacher education programs—“an industry of mediocrity” 
(Keller, 2013)—for failing to prepare teachers because of its overt attention to theory and 
lack of applicability to practice. The New Teacher Foundation (2014), formerly known as 
the New Teacher Project (TNTP), puts it like this: “It’s like teaching rookie firefighters 
about combustion and fluid dynamics, but not know how to operate a ladder” (Menezes 
& Neier, 2014. p. 1). Second, the theory-practice problem is used to support the 
proliferation of alternative teacher education programs, including (but not limited to): 
Teach for America, Teacher U, Relay’s Graduate School of Education, or The New 
Teacher Project. Because “what teachers can actually do in their own classrooms matters 
more than what they have read about it a textbook” (The New Teacher Project, 2014, p. 
1), the emphasis in these alternative programs is on gaining more practice and less theory. 
According to the New Teacher Foundation (2014), “[Our program] is not grounded in 
exposure to theory, but in the intensive practice of the skills teachers are called upon to 
use every day” (p. 1) 
Thus, in this current era of accountability (Taubman, 2009) and teacher blaming 
(Zeichner, 2014), university-based teacher education and its bedfellow, the theory-
practice gap, have become a convenient scapegoat. Meanwhile, policy makers and 
venture capitalists who view the dismantling of university teacher education as an 
opportunity for massive profit, await. And so far, the tactic appears to be working: The 
Great Act8, which aims to decouple teacher education programs from universities and 




create a system of charter teacher and principal preparation programs called “academies,” 
percolate in the halls of U.S. Congress (Zeichner, 2015)9  
Social Justice Teacher Education 
Also embedded within this dilemma is a particular kind of university-based 
teacher education and the focus of this specific study: social justice teacher education 
(SJTE)10. Broadly, university-based SJTE is comprised of an array of heterogeneous 
programs that typically share the common aim of preparing teachers to recognize, name, 
and combat inequity in schools and society (e.g., Au, Bigelow, & Karp, 2007; Cochran-
Smith, 2004; Cochran-Smith et al., 2009; Kohl, 2002; Spalding, Klecka, Lin, Odell, & 
Wang, 2010). Sometimes called “teacher preparation for equity” (Wiedeman, 2002, p. 
200), SJTE programs in university settings have increased over the last three decades in 
response to numerous factors, including (but not limited to): the acknowledgement of the 
continuing disparities between students of color and their White peers, the rise and 
confluence of various sociopolitical movements, the recognition of the teacher’s role in 
influencing student achievement, and the demographic gap between a teaching pipeline 
that is 86% White and a student population that is increasingly more diverse (National 
Center for Education Statistics [NCES], 2012). Considered a priority agenda item in U.S. 
                                                
9 The Great Act was presented to Congress on May 23, 2013, but has yet to be voted on. An earlier 
version of this Senate Bill, S. 1250 (112th Congress), was introduced on June 22, 2011, but was not passed. 
However, the tenacity with which similar bills are being reintroduced to the Congress floor (and by 
Democratic party leaders, no less) showcases the precarious future faced by university-based teacher 
education. 
10 My dissertation examines social justice-oriented programs located within university settings. 
While a plethora of alternative teacher education programs also share a commitment to notions of equity 
and social justice, they are not the focus of my particular study and will therefore not be included.  
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teacher education reform11 (Zeichner, 2015), SJTE programs often identify themselves as 
helpful actors in bridging or alleviating the theory-practice gap. Taking into account, for 
example, the demographic divide between teachers and students, SJTE programs claim 
that they can “better prepare” or “sensitize” (Adams, Bell, & Griffin, 2007) the largely 
White teaching force to work with groups of students, families, and communities 
different from themselves, and/or can cultivate the particular knowledge(s), beliefs, 
dispositions, or attitudes needed to “better match” the realities of a diverse population 
(Cochran-Smith, 2004).  
And yet, despite the supposed “closer alignment” (Cochran-Smith & Fries, 2008) 
between theory and practice, SJTE programs also find themselves imperiled by the 
theory-practice gap reproach, with critics both within and outside the field making any 
one of the following accusations: the world is not “better off” (e.g., Kumashiro, 2000); 
the “achievement gap” or “education debt” is further widening (Ladson-Billings, 2006; 
Tate, 1997); teachers are not better prepared to teach to diverse populations (e.g., 
Darling-Hammond, 2004; Sleeter, 2008); and/or, SJTE is “too touchy-feely” and has 
done little to help teachers address the inequities between students of color and their 
White counterparts12 (Shakman et al., 2007). 
                                                
11 According to Marilyn Cochran-Smith and Kim Fries (2008) other priority education reform 
agendas (besides the “social justice agenda”) include: professionalization, or making teaching and teacher 
education a “profession” with a substantial research base and a formal body of knowledge; regulation, 
increased federal and state control of teacher preparation; and/or deregulation, eliminating the requirements 
needed to enter the profession. 
12 As Epstein (personal communication, February 1, 2018) correctly notes, these anxieties could 
also be rooted in the “tensions between humanism and social efficiency that have historically marked U.S. 
progressive education” (see Labaree, 2005). 
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Stuck Moments in Social Justice Teacher Education 
Attending the theory-practice gap problem lingers a second dilemma within SJTE 
and teacher education more broadly. This dilemma concerns instances in a teacher 
education program where/when a student teacher finds him/herself in a state of 
suspension—adrift and emotional—unsure of what to do; in other words, moments when 
a student teacher feels stuck. Variations of this stuckness have garnered attention in the 
SJTE arena, with scholars describing instances of “crises” (e.g., Kumashiro, 2004), 
“discomfort” (e.g., Boler & Zembylas, 2003), “dissonance” (e.g., Cochran-Smith, 2001), 
or “resistance” (e.g., Adams et al., 2007). In the SJTE research literature, these stuck 
moments are typically framed in one of two ways: (a) as symptomatic of a “disjunction” 
or “gap” between theory and practice (e.g., Ball, 2000; Britzman, 2012; Feiman-Nemser, 
2001a, 2001b), or (b) as a necessary and expected part of learning to teach for social 
justice, a claim that can be traced to the theories of cognitive science that often undergird 
this research. (As I intend to make clear in the next chapter, however, I am skeptical of 
this latter categorization and argue that these stuck moments still fall under a problematic 
logic and require further scrutiny.)  
To be clear, I am not interested in the refutation of the theory-practice gap in 
SJTE or teacher education writ large, setting out to prove, for example, that such an idea 
is wrong, or that student teachers’ stuck moments have nothing to do with it. After all, the 
theory-practice gap is so entwined in the fabric of teacher education that it “trips easily 
off the tongue” (Sellar, 2012, p. 66). However, my experiences as a student teacher and a 
fledgling teacher educator have led me to wonder if the oft-cited theory-practice gap 
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might obscure “something more important, something which cannot be easily captured 
because it manifests in lots of different ways” (Sellar, 2012, p. 62). 
As seen (and felt) by the chapter’s opening vignette, stuck moments “do not arise 
ready to be [wholly] deciphered . . . decoded or delineated” (Seigworth & Gregg, 2010, p. 
34). They can occur across a myriad of spaces and time13 (e.g., a public school classroom, 
a university program, a school parking lot, or a 1996 van). They can involve things (e.g., 
a required course text, a van, even a hubcap), and they can provoke intensities that move 
or affect bodies in ways that are felt but not always seen. To use the words of Kathleen 
Stewart (2007), we might even describe such moments as “intensive, immanent, palpable, 
[and] moving” (pp. 3-4), among others. 
Statement of the Problem 
 At the core of this study is an entangled, affective dilemma: student teachers’ 
stuck moments in SJTE programs are often attributed to the theory-practice gap, yet little 
has been done to problematize the gap itself, or offer alternative framings of this 
“problem.” I contend that the theorization of student teachers’ stuck moments as 
indicative of a divide between theory and practice operates from an “arborescent” (tree-
like) representational logic, or logic of representation. This logic, embedded within 
humanism,14 tends toward fixity, hierarchical relations, linearity, cause and effect 
                                                
13 While I may refer to space and time in the singular form, I conceptualize space and time as both 
plural and multiple. 
14 Broadly, humanism does not refer to a unified concept, but rather, a set of themes that emerged 
over time (Foucault, 1984). These themes work from a particular set of epistemological and ontological 
assumptions, some of which include: language as transparent and able to reflect reality; the (human) self as 
rational, autonomous, unified, and stable; the existence of hierarchical binaries (e.g., where the mind or 
reason is seen as superior to the body); the existence of a particular “truth,” among others. (e.g., Dernikos, 
2015; St. Pierre, 2000). 
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relationships, and the suturing of meaning (Deleuze & Guattari, 1987). Under this mode 
of thinking, theory is pitted against practice—with the former privileged over the latter—
and student teachers’ stuck moments are typically explained or represented in singular 
and reductionist ways (i.e., stuckness as the result of a gap between theory and practice). 
Although this logic of representation has (and will continue to) bolster useful scholarship 
in the field of teacher education,15 I argue that such utilitarianism constitutes the limit of 
what this logic can do (Hickey-Moody, 2007). To generate new ways of attending to 
student teachers’ stuck moments, we need a different kind of logic, a point to which I 
now turn. 
I propose that we explore student teachers’ stuck moments through a “logic of 
assemblage” or a “logic of multiplicities”16 (Rajchman, 2000). Operating from a different 
set of assumptions,17 a logic of assemblage eschews hierarchies, simple cause-and-effect 
relationships, and binaries (e.g., man/woman, theory/practice). Additionally—and as 
implied by the name—a key feature of this logic is the concept of the assemblage, 
described as fluid collectives, multiplicities, or “complex constellations of objects, 
bodies, expressions, qualities, and territories that come together for varying periods of 
time” (Livesey, 2005, p. 18). This logic challenges the singular representations of student 
teachers’ stuck moments (read: the result of the theory-practice gap) and embraces new 
ways of imagining stuckness. 
                                                
15 As I explain in Chapter III, we cannot escape humanism (or its logic of representation). But, we 
can trouble singular representations and/or singular and fixed representational practices (Deleuze, 1994). 
16 Given that I intend to conceptualize student teachers’ stuck moments as an assemblage, I will 
use the phrase “logic of assemblage” throughout this dissertation. 
17 These assumptions, or themes, that I draw from, are rooted in posthumanism, which emerged as 
a critique to humanism. Some of the themes include: language is never transparent (nor can it ever capture 
reality); meaning is always shifting; the human self is fractured, contradictory, and shifting; human and 
nonhuman bodies occupy the same non-hierarchal plane, etc. (Deleuze & Guattari, 1987). 
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To understand the differences between these logics, let us revisit my own stuck 
moment at the beginning of this chapter as an example. If we were to look at this stuck 
moment through a representational logic—the same kind of reasoning that arguably 
undergirds the majority of teacher education research—we would try to explain the 
parking lot scenario, and/or impose meaning. We might try to code or categorize specific 
parts, review the research literature in search of plausible explanations, and maybe even 
conduct some observations and interviews in effort to represent what happened (i.e., 
“Erica’s stuck moment was likely prompted by her difficulties navigating the gap 
between theory and practice”). Alternatively, we might decide to completely ignore my 
behavior in the car, dismissing it as an anomaly among the data. While there is nothing 
wrong with either analysis—both are plausible representations within the bounds of this 
logic—I argue that a logic of representation forecloses other “potential modes of 
knowing, relating, and attending to” (Stewart, 2007, p. 6) student teachers’ stuck 
moments. 
A logic of assemblage, on the other hand, pushes us toward attending to my 
stuckness in more robust and complex ways. Working “with” (Jackson & Mazzei, 2012) 
a logic of assemblage, a researcher might linger over this particular moment, embrace it 
as a “rebel becoming,” or that which evades representation and explanation, and wonder 
what other “states of things, bodies, various combinations of bodies, hodgepodges” 
(Deleuze, 2007 p. 177) might be at play. The researcher might consider, for example, 
how my stuck moment may have been animated by a conglomeration of forces, including 
the discursive (e.g., discourses around what it means to teach or be a student teacher, 
neoliberal regimes, and the recently inaugurated NCLB that was placing tremendous 
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pressure on my cooperating teacher and me); the material18 (e.g., a required course text 
plastered with images of smiling children and teachers set out to taunt me); and the 
affective (e.g., heartache over a recent breakup, doubts on whether or not I wanted to be a 
teacher). And, to continue even further with this argument/example, said researcher might 
even begin to contemplate how these discursive, material, affective forces—in 
conjunction with human and nonhuman bodies (e.g., Rebecca, the course book, the van, 
the parking lot, me)—mobilized certain effects (e.g., tears, Pablo screeching out of the 
parking lot, a shocked Rebecca).  
Initial Theorizations 
I come to this dissertation with two initial theorizations around SJTE and student 
teachers’ stuck moments. These theorizations are the result of my experiences as a 
student teacher and teacher educator, an exploratory pilot study, a review of the literature 
in SJTE (see Chapter II), and course, my theoretical framework, posthumanist theories of 
affect (this chapter). I outline each of these theorizations next. 
First, I posit that SJTE programs are situated within a nexus of discursive, 
material, and affective forces or flows. These forces constantly and continuously envelop, 
circulate, collide, rub, and animate the bodies19 (both human and nonhuman) and spaces 
of a teacher education program. When a student teacher gets stuck, I contend that bodies 
(both human and nonhuman) and affective, discursive, and material forces are assembled 
                                                
18 Here, I do not use material in the traditional Marxist tradition, but rather to describe the 
materiality of objects or “things” (Bennett, 2009). 
19 As I explain in a later section, I use “body” in the Deleuzo-Guattarian sense, which 
encompasses corporeal bodies (i.e., a student teacher, the cooperating teacher, children in a field placement 
classroom, a course professor); bodies of knowledge (e.g., thoughts, ideas, postulations, theories of social 




or configured in particular ways (however fleeting or ephemeral), which brings me to my 
second theorization.  
I conceptualize a student teacher’s stuck moment as an assemblage—a dynamic 
configuration of forces (e.g., affective, discursive, material) and bodies (human and 
nonhuman) that assemble together for a varying period of time (e.g., a few seconds, an 
hour, an afternoon). Always in formation, a stuck moment is not a thing, but a process—a 
“becoming” (Deleuze & Guattari, 1987). As such, it is not possible to describe what stuck 
moments are, only what they do or how they work (Massumi, 2002).  
Purposes of Study and Research Questions 
This study hopes to achieve two purposes. Broadly, it yearns to excise the theory-
practice gap from its “everyday banality”20 (Deleuze, 2013) and push back against critics 
who mobilize the theory-practice gap as ammunition for their “assault” (Zeichner, 2015) 
on university-based teacher SJTE education. Rather than simply “clarify” (St. Pierre, 
2000) the theory-practice problem, my hope is to further trouble it by calling attention to 
the undergirding logic of representation that produces it as a contentious issue in the first 
place.  
To do this, I explore a smaller but related matter that is also animated by the same 
logic: the overly eager tendency of ascribing student teachers’ stuck moments to the 
theory-practice gap. Guided by posthumanist theories of affect (Deleuze & Guattari, 
1987) and its underlying logic of assemblage, I problematize the singular representations 
of student teachers’ stuck moments and conceptualize them as an assemblage: a complex 
                                                
20 For Deleuze (2013) “everyday banality” is that which produces or conceals other ways of 
looking at a problem. 
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and shifting gathering of bodies and discursive, material, and affective forces. With the 
analytic support afforded by Deleuze and Guattari’s (1987) concept of the rhizome, I map 
the bodies and forces that animate student teachers’ stuck moments. Through this 
mapping, a process known as rhizoanalysis (MacNaughton, 2004), I contemplate what 
stuck moments do to student teachers and consider the implications this has for the 
theory-practice gap and university-based SJTE.  
This post-qualitative case study of the stuck moments experienced by a group of 
student teachers enrolled in an SJTE program is guided by the following questions:  
1. How do discursive, affective, and material forces shape student teachers’ 
stuck moment(s)?  
2. What do these stuck moments do to student teachers?  
Rationale 
There is no denying, or deferring affects. They are what make up life.  
(O’Sullivan, 2001, p. 126). 
 
Rationale for Posthumanist Theories of Affect 
 Posthumanist theories of affect provide a generative alternative21 to the logic of 
representation that underpins many of the dominant theoretical frameworks in SJTE, 
including constructivism (e.g., Feiman-Nemser, 2001; V. Richardson, 2003, 2005) 
experiential learning (e.g., Adams, 2007; Bell, 2007; Britzman, 1986; Kumashiro, 2004), 
critical theory (e.g., Gay, 2000; Irvine & Armento, 2001; Villegas & Lucas, 2002), or 
                                                
21 By using the word alternative, I do not mean to invoke another dualism, or suggest an either/or 




conceptual change (e.g., Cochran-Smith & Fries, 2008). These frameworks typically 
privilege the epistemological, or the particular structures of truth, skills, and knowledge 
of preservice teachers, and ignore (perhaps unintentionally) the ontological, or the 
affective and material experiences of those structures (Hemmings, 2005). Posthumanist 
theories of affect, on the other hand, attend to the oft-overlooked objects, bodies, 
impulses, atmospheres, desires, and sensations (among others) that frequently animate the 
realm of teacher education. Moreover, because this framework is supported by a logic of 
assemblage, posthumanist theories of affect have the ability to highlight the continuities 
and connections among elements that are often considered to be discrete (e.g., theory and 
practice). Additionally, it invites new social actors into the fold, “including material texts, 
material spaces, objects, embodied movements, and relations between bodies” (Leander 
& Rowe, 2006, p. 449), thereby complicating the notion that student teachers’ stuck 
moments are simply the result of some gap between theory and practice. By opening up 
“whole territories of life” (Highmore, 2010, p. 121) posthumanist theories of affect have 
the potential to turn the “blind spots” generated by the logic of representation into 
productive and generate sites (Davis & Sarlin, 2008).  
 Second, I use posthumanist theories of affect because the concept of social 
justice—although often contested for its nebulousness both in and outside education—is 
deeply entangled with affect. According to Deborah Gould (2010), affect—which she 
defines as a bodily intensity and energy that exceeds what can be actualized through 
language or gesture—is a key force behind any kind of social change, particularly with 
projects that align themselves under the banner of social justice. Gould (2010) describes 
how the impetus for any kind of social transformation usually begins with “an inarticulate 
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and inarticulable [sic] sensation that something in the established order is not quite right” 
(p. 32), a claim that Raymond Williams (1977) reiterates. For Williams (1977), the 
feelings that things “should” or “could” be different (or better) are often not consciously 
understood; rather, they are mostly experienced as “an unease, a stress, a displacement, a 
latency” (p. 130). It follows, then, that if affect is what “shakes people out of deeply 
grooved patterns of thinking and feeling” (Gould, 2010, p. 32), it is crucial to consider 
this particular force when embarking on a study of SJTE and the stuck moments that 
student teachers in these programs experience.  
Rationale for University-Based Teacher Education 
The rationale to study university-based SJTE is rooted in my beliefs on what a 
university (versus an alternative teaching program) makes possible for aspiring teachers. 
Unlike a 5-week crash course in teacher education that delivers pre-digested information 
and/or outlines the 49 characteristics needed to “teach like a champion” (Lemov, 2010)—
a depiction that I recognize is arguably reductionist and sensationalized—I contend that 
SJTE programs embedded within universities offer something qualitatively unique and 
different. More than just a structural location, universities represent communal places for 
“initiative, risk, and invention” (Larrosa, 2010, p. 166). They incite wonder (MacLure, 
2013), provide opportunities for students to hack, tinker, and experiment (Lewis & 
Friedrich, 2016), and most importantly, they offer a space to think. This is in contrast to 
alternative teacher education programs that typically emphasize knowing (e.g., obtaining 
a particular set of knowledge, skills, and strategies) and practice (e.g., enacting particular 
teaching moves or behaviors). Unfortunately, these points of emphasis miss the larger, 
and more important, idea: theory is a practice (Deleuze, 2004).  
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Although Larrosa (2010) warns us that the university he calls for can no longer be 
expected, I am still attached22 to higher education and contend that university-based 
teacher education is more likely (than an alternative program) to produce “bodies of 
thought” that “rub together to generate heat and energy” (Larrosa, 2010, p. 212), allowing 
university-based SJTE (and its students) to think or become otherwise. 
Rationale for Social Justice Teacher Education 
I am deeply and personally invested in SJTE. Following high school, I attended a 
traditional university-based teacher education program in the United States. Whereas the 
program itself was (and still is) reputable, coming from a rather politicized background23 
in my home country of Venezuela, the fact that social justice or the political nature of 
teaching was never discussed in my particular program roused considerable dis-ease. But 
even more problematic is that I became complicit in the cycle of oppression and status 
quo for I never posed difficult questions or pushed back against this deleterious absence. 
Instead, I wrongly assumed, “Well, I guess this is the way teacher education is done in 
the US.” A decade later however, and thanks to the guidance of social justice-minded 
colleagues, I soon discovered a myriad of social justice-oriented teacher preparation 
programs throughout the country. Although I recognize that there is no one SJTE model 
or prototype (nor do I think there should be), I value these programs’ political stance and 
                                                
22 As I explain in Chapter II, perhaps my attachment to higher education (and social justice 
education in particular) is a cruel relationship (Berlant, 2011); for, by remaining attached to something that 
may not be possible or attainable, I am actually hindering my own flourishing. 
23 As a citizen of Venezuela, I grew up in the country during a tumultuous political period: 
rampant political demonstrations were the norm, coup d’etats were common, and corruption, rampant. 
During my teenage years, the “4th republic” was abolished, and a “5th republic,” headed by Hugo Chavez 
Frias, was established. The 5th republic had ideological ties to a particular kind of socialism, where 
particular notions of social justice took center stage.  
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commitment to social change. As such, on a personal level, studying an SJTE program is 
critically important. 
Theoretical Framework 
The affective turn (Clough & Halley, 2007), along with the theoretical and 
methodological possibilities afforded by this shift, buttress this study. I begin this section 
with a brief overview of the affective turn, untangle some of the predominant theories of 
affect, and situate myself within this fluid, expanding field. Guided by posthumanist 
theories of affect, I draw heavily, but not exclusively, from the work of Gilles Deleuze 
(e.g., 1994, 2004, 2006) and his collaborations with Felix Guattari (Deleuze & Guattari, 
1986, 1987). 
Affective Turn 
This work finds its roots in the affective turn (Clough, 2010; Clough & Halley, 
2007), which considers emotions, feelings, affects (and the differences among them) as 
“serious”24 objects of inquiry. Like other “turns”—e.g., the post-positivist, narrative, or 
poststructuralist turn—the affective turn observes and studies the world in ways that tend 
to fall outside conventional paradigms (Clough & Halley, 2007). It asserts, for example, 
that to understand the social realm, we need to explore the relations of and between 
bodies (bodies that are not just limited to the human, corporeal kind). This has allowed 
scholars, for instance, to study how large-scale changes across the cultural, political, 
economic spheres (e.g., the rise of worldwide capitalism, increased communication, 
                                                
24 I place the word serious in scare quotes because as Megan Boler’s (1999) book Feeling Power 
demonstrates, Western philosophy has typically (and historically) devalued emotion, often pitting it against 
reason (and relegating it to the female realm). Boler (1999) discredits this claim and argues that emotions 
actually enable reason. 
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preponderance of social networks), have worked to shape the social in particular ways. 
And in teacher education specifically, attention to affect has helped usher a move away 
from its more traditional theoretical conventions (e.g., developmentalism, behaviorism, 
and constructivism), toward new potentialities. 
Affect theoryàaffect theories or theories of affect. Affect is not a “unitary 
category, with a unitary history and unitary politics” (Sedgwick & Frank, 1995, p. 514); it 
has accrued a wide assortment of philosophical, psychological, physiological, and 
ontological underpinnings (Gregg & Seigworth, 2010). As such, there is substantial 
“confusion when it comes to questions of affect” (Probyn, 2004, p. 23). One of the first 
conundrums is exemplified by the use of the term “Affect Theory” (capital A and capital 
T). “Affect Theory” (capital A and capital T) is actually a misnomer, for no such (static, 
monolithic) theoretical body exists.25 Rather, it is an amorphous, constantly fluctuating 
realm of multiple theories of affect (small Ts), each with its own particular variations.  
Similarly, there are diverging conceptions around what affect means, and more 
importantly, what it does. According to Nigel Thrift (2004), “there is no stable definition 
of affect” (p. 59). Affect—what it means, what it does, and what it can do—has been 
theorized by numerous scholars over a span of centuries, from 17th century Dutch 
philosopher Baruch Spinoza to French philosophers Gilles Deleuze and Félix Guattari, 
Canadian, Australian, and UK academics Brian Massumi, Sara Ahmed, Anna Gibbs, 
Megan Watkins, Elspeth Probyn, to contemporary U.S. scholars Katherine Stewart and 
Lauren Berlant. These scholars offer varying interpretations of the field. As such, the 
                                                
25 We see examples of this “misnaming” in other areas, too. For example, the –ism in 
poststructuralism or feminism (falsely) implies a field with set, fixed boundaries. However, given the scope 
and diversity within these fields, terms such as feminisms, or poststructuralist theories/thought are better 
suited to describe this fluidity. 
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answer to the question, “What is affect?” depends on who you ask. In the sciences, for 
example, a psychologist such as Silvan Tomkins (1962)—who went on to inspire 
prominent cultural theorists Eve Sedgwick and Adam Frank—compares affects to 
electrical circuits, or semi-autonomic responses that act as the human body’s primary 
motivators.26 In philosophy, on the other hand, philosophers Deleuze, Guattari, and 
Massumi—drawing largely from the work of the 17th century Dutch philosopher 
Spinoza—define affects as forces,27 capacities, or intensities that have the ability to affect 
and be affected by other bodies, both human and nonhuman. Other perspectives, or 
“translations”28 (Thrift, 2004), view affect as synonymous with emotions and feelings,29 
or propose affects to be external collective materialities that exert practices of power on 
the body (e.g., Berlant, 1997), among others. Some of these translations of affect are even 
beginning to make their way into the educational research realm. 
Although theories of affect are not yet the lingua franca in teacher education 
research, they have slowly and steadily been garnering intellectual purchase (e.g., 
Ellsworth, 2005; Gilbert, 2014; Probyn, 2004; Watkins, 2006, 2007; Zembylas, 2007a, 
2007b). According to Niccolini (2013) within the last 5 years, theories of affect have 
given theoretical energy to a range of studies in the educational sphere, including: 
                                                
26 Unlike many of Tomkins’ colleagues who relied heavily on psychoanalytic perspectives and the 
human “drives,” Tomkins considered affects to be more discrete, or categorical. He identified nine affects, 
always coupled in pairs, with the first word representing the “milder” manifestation of the couplet. The 
affects he identified are: interest-excitement, enjoyment-joy, surprise-startlement, distress-anguish, anger-
rage, fear-terror, shame-humiliation, and disgust-contempt. Tomkins later added the affect of “dismell.” 
27 As explained by Brian Massumi (1987) in the “Translator’s Forward” to Deleuze and Guattari’s 
(1987) A Thousand Plateaus: Capitalism and Schizophrenia: "Force is not to be confused with power. 
Force arrives from outside to break constraints and open new vistas. Power builds walls” (p. xiii). 
28 See Nigel Thrift (2004). Thrift (2004) identifies four different perspectives of affect, including 
one he identifies as “Spinozan-Deleuzian.” I draw heavily from this perspective. 
29 See Ahmed (2004), Massumi (2002), Shouse (2005), Ngai (2005), Probyn (2005) and Flatley’s 
(2008) work on the distinction between affect, feeling, and emotion.  
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pedagogy (Albrecht-Crane, 2005; Lewkovich, 2010; Niccolini, 2014; Sellar, 2009, 2012), 
curriculum (Airton 2013; Lesko, 2010; Niccolini, 2013), literacies (Dernikos, 2015; 
Dutro, 2013; Eakle, 2007; Leander & Boldt, 2013), early childhood (Davies, 2014), sex 
education (Gilbert, 2014; Lesko, 2010; Lesko, Brotman, Agarwal, & Quackenbush, 2010; 
Niccolini, 2013), school materialities (Juelskjær, Staunæs, & Ratner, 2013; Springgay & 
Rotas, 2014), and sexuality in schools (Gilbert, 2014). Building on this burgeoning body 
of research, I hope to harness and extend affect’s “energy” (Niccolini, 2014) to the field 
of SJTE.  
Posthumanist Theories of Affect 
 I situate this study within posthumanist30 theories of affect. Largely influenced by 
the work of Deleuze and Guattari (1987), this particular perspective conceptualizes affect 
as qualitatively distinct from emotion or feeling, and views affect as a “force,” 
“capacity,” or “intensity” that can change or affect what a body31 can do (Massumi, 
1995)32. Since there is understandable confusion when it comes to understanding the 
differences among feelings, emotions, and affects, I briefly turn to Eric Shouse (2005) 
and Jonathan Flatley’s (2008) work to tease apart these nuances.  
According to Shouse (2005), feelings are personal and biographical. They are the 
sensations that an individual takes in, checks against previous experiences, and then 
labels accordingly. For example: “Oh! The person whom I love is leaving! I have 
                                                
30 As a reminder to the reader, I use the word posthumanist to highlight my epistemological and 
ontological commitments to posthumanism (and its logic of assemblage) over humanism (and its logic of 
representation). 
31 As a reminder to the reader, body is not just limited to the corporeal human body, but also 
includes the material and immaterial, and organic and inorganic bodies as well (Niccolini, 2013).  




experienced this before and this usually makes me feel sad. Thus, I am having sad 
feelings.” Emotions, on the other hand, are the projections of those feelings (i.e., “I am 
sad that this person is leaving, so I will cry and express sadness to display this feeling”). 
Affect, however, is that “non-conscious experience of intensity” (Shouse, 2005, para. 5) 
that is felt in the body; it is that inexplicable gut-wrenching sensation that alerts us to our 
feelings and emotions. Jonathan Flatley (2008) distinguishes feelings, emotions, and 
affects by stating that “one has feelings and emotions,” but “one is affected by people and 
things” (p. 12, emphasis in original). In other words, for Flatley (2008) and Shouse 
(2005), affects are what move us. They are what make feelings feel; without affect, 
feelings do not feel because they have no intensity or force to affect us. This is not to say, 
however, that feelings, emotions, and affects are unrelated. All three, in fact, are 
intimately connected, but unlike emotions or feelings which are structured, formed, and 
can be identified and named, affects are largely unstructured and difficult33 to describe in 
language (Shouse, 2005). 
Keeping these distinctions in mind, affect is autonomous and unowned34. As a 
force that is always in motion, affect circulates among bodies, saturates assemblages with 
the power to affect and be affected (Airton, 2014), and provides bodies (both human and 
nonhuman) with enormous play, allowing them to move in a variety of nonpredetermined 
ways (Gould, 2010). For the purpose of my study, it is precisely affect’s unbound 
movement, indetermination, and entanglement within assemblages that is of primary 
interest as they provoke me to think about stuck moments as assemblages continuously 
                                                
33 Difficult, but not impossible to describe, since we can describe its effects on the body. 
34 Affects do not reside in individuals; rather, they circulate. For example, it is impossible to say, 
“These are my affects.”	
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on the move, unfolding from moment to moment, eluding capture, and rejecting singular 
forms representation (e.g., the theory-practice gap). Given their inherent capacity to 
affect bodies (both human and nonhuman)—and usually in ways that cannot be 
predicted—stuck moments brim with potentialities. 
Potential Significance of This Study 
To speak of this work’s significance sparks particular intensities and feelings of 
attachment. Like my student teachers who come in hoping to “make a difference,” I too, 
hope that this work will have an effect—specifically, a positive effect—for the future of 
SJTE. And yet, this hope constantly and continuously chafes against feelings of anxiety, 
doubt, and trepidation, particularly as I begin to consider the neoliberal context in which 
we find ourselves entrenched and the challenges this poses for SJTE and notions of social 
justice.  
First and foremost, my study aims to complicate the theory-practice gap as an 
undisputable given (and problem) in teacher education by calling attention to the logic of 
representation that establishes the theory-practice gap as a problem in the first place. This 
research complicates the idea that student teachers’ stuck moments are simply the effects 
of a gap between theory and practice and urges a more robust conceptualization: stuck 
moments as a moving assemblage of bodies and discursive, material, and affective forces. 
By considering what stuck moments do to student teachers, this study has the potential to 
reimagine teacher education in ways that are responsive to student teachers’ stuck 
moments.  
Second, this work has the potential to deterritorialize (Deleuze & Guattari, 1987) 
the dominant patterns of research in teacher education. Because this dissertation 
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considers a more inclusive understanding of reality, one which decenters the human 
subject and embraces the “vitality of matter” (i.e., things) (Bennett, 2009),35 this study 
eschews the traditional research designs and methods that are privileged in teacher 
education (e.g., quantitative, experimental or quasi-experimental research). Instead, it 
showcases how (post)methodologies (Lather, 2013) with their emphasis on “movement, 
becoming, difference, heterogeneity and that which exceeds ‘capture’ by language” 
(MacLure, 2013, p. 164) can help map the intricate forms of relations among bodies, 
language, and materiality in student teachers’ stuck moments.  
Third, by opening up “previously unthought questions, practices and knowledge” 
(Mazzei & McCoy, 2010, p. 590), I hope this work will open up new ways of looking, 
thinking, and feeling about teaching, learning, and SJTE. My study aims to move 
conceptualizations of learning and teaching away from behaviorist, developmental, 
constructivist, or cognitive science underpinnings toward one of becomings (Deleuze & 
Guattari, 1987), where teaching and learning is constituted by dynamic social and 
collective entanglements (i.e., assemblages) of human and nonhuman bodies and forces. 
By paying attention to the “force of things” (Bennett, 2010) and problematizing theory 
and practice as distinct entities that need to be bridged through the inclusion of specially-
created university courses and seminars, we might be able to (re)imagine particular 
aspects of SJTE teacher education.  
Finally, while my primary intent is to problematize the theory-practice gap in 
teacher preparation, this study has potential significance for areas outside the educational 
realm; after all, the notion of gaps can be found across different disciplines. Here, I turn 
                                                
35 See Wetherell (2012) for critique regarding the relationship(s) between humans and material 
objects as constituting a significant part of theories of affect. 
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to a personal, yet relevant, anecdote. In a talk I attended at Columbia University, Karan 
Barad36 lectured about the uncanny obsession that research (both past and present) has 
with gaps. Barad (2014) began by describing her own work on “chasms” (forthcoming), 
but also identified examples of gaps across a variety of fields, including “spacing” 
(Derrida, 1981), “cracks” (McCoy, 2010), “fissures” (Deleuze & Guattari, 1987), 
“ruptures” (Deleuze & Parnet, 2007), and “insynchronicities” (Tuck, 2010), among 
others. Barad’s (2015) lecture made quite clear that gaps emit particular affective 
intensities. According to Virginia Heffernan (2015), “humans find gaps intolerable and 
will move heaven and earth to close them” (para. 8, emphasis added).” Although 
Hefferman (2015) specifically refers to “information gaps” in technology, if we were to 
rewrite her phrase to read “teacher educators and/or teacher educator administrators find 
theory-practice gaps intolerable and will move heaven and earth to close them,” the 
phrase still retains its relevancy. This leads me to wonder: what is it about gaps that 
generates such intensities? Why is there such an obsession with explaining, eliminating, 
or bridging them? What might we be missing—or, what possibilities do we bury—in our 
hurried efforts to close these gaps?  
Concluding Thoughts 
 Student teachers’ stuck moments are a standard feature of both STJE and teacher 
education more generally. Habitually, these moments are framed through a 
representational logic where stuckness is the inevitable result of a perceived divide 
                                                
36 Currently a Professor of Feminist Studies, Philosophy, and History of Consciousness at the 
University of California, Santa Cruz, Karen Barad has a background (and doctorate) in theoretical particle 
physics and quantum field theory. Her lecture took place on March 27, 2014. 
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between theory and practice, a problem in need of fixing. My dissertation, however, does 
not share that perspective. Guided by posthumanist theories of affect that operate from a 
logic of assemblage, I aim to trouble the theory-practice gap as a given in the production 
of student teachers’ stuck moments and urge for a shift in focus: what other ways might 
we explore, or think about, this stuckness? This change, from “what is happening” to 
“what else might be happening” is a political and ethical act for it disrupts the “partition 
of the sensible”37
 
(Rancière, 2001, p. 20), or that which gets to be seen, perceived, or 
imagined in teacher education.
                                                
37	According to Jacques Rancière (2001), the “partition of the sensible is the cutting-up of the 









II—REVIEW OF THE LITERATURE 
 
Student teachers’ stuckness, or stuck moments, punctuate SJTE and its 
compendium of research. Earmarked as moments of “crises” (Kumashiro, 2004) 
“dissonance” (e.g., Cochran-Smith, 2004; Hollins & Guzman, 2005), “discomfort” (Boler 
& Zembylas, 2003), “resistance” (Adams et al., 2007), or “disjunction” (Britzman, 2012), 
stuck moments are frequently labeled as symptomatic or representative of the theory-
practice gap. Depending on the particular research’s theoretical underpinnings, stuck 
moments in SJTE are typically described as chasms to be bridged by a rational, self-
aware student teacher, or as an “educative” experience that prospective teachers should 
face to leave “transformed” or “changed” (e.g., Adams et al., 2007; Cochran-Smith, 
2004; Cochran-Smith, Feiman-Nemser, McIntyre, & Demers, 2008; Kumashiro, 2004). 
Both of these conceptualizations—stuck moments as the result of the theory-practice gap 
and/or as an expected part of the learning to teach process—point to two broader sources: 
(a) stuck moments as happening in the field (i.e., student teaching), and (b) stuck 
moments as revolving or occurring within the (human) self. While I explain each of these 
sources and underlying claims in an upcoming section, I argue that both are buttressed by 
a logic of representation that shape the ways in which stuck moments are conceptualized 
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and studied. I end this chapter by describing how the concept of assemblage (Deleuze & 
Guattari, 1987), can help us trouble and “complexify” (Strom, 2014) student teachers’ 
stuck moments in SJTE.  
Literature Review 
To explore the contemporary1 research literature in SJTE, I examined peer-
reviewed journal articles, books, book chapters, and two doctoral dissertations.2 Text 
selection was made according to “field leader authorship” and “citational frequency” 
(Airton, 2014); that is, I looked closely at the most oft-cited work in SJTE and 
determined field leader authorship(s) by examining the work published in touchstone 
texts such as the Handbook of Research on Teacher Education (Cochran-Smith et al., 
2008) or the Handbook of Social Justice in Education (Ayers, Quinn, & Stovall, 2009). 
Given these criteria, field leaders in SJTE include, among others: Marilyn Cochran-
Smith, Kenneth Zeichner, Christine Sleeter, Lin Goodwin, Linda Darling-Hammond, Ana 
Maria Villegas, Michalinos Zembylas, Celia Oyler, Gloria Ladson-Billings, Jeannie 
Oakes, Kevin Kumashiro, and Sonia Nieto. Additionally, because the focus of my study 
is a particular (i.e., contextual) subset of university-based teacher education, I also draw 
from the work of teacher education scholars such as Sharon Feiman-Nemser and Deborah 
                                                
1 I define contemporary as “current” or “belonging to the recent present” (Airton, 2014). Initially, 
I decided to examine literature published only within the last 10 years, from 2005-2015. However, a search 
of the phrase “social justice teacher education” on Google’s Ngram Viewer revealed a dramatic increase in 
printed texts on the topic in 2000. Naively thinking this might “mean” something—my own 
representational logic at work!—this review includes research that spans the last 15 years. 
2 Two dissertations (Airton, 2014; Strom, 2014) were particularly helpful as they were among the 
most recently published texts. I include these dissertations as part of the review because dissertations 
undergo considerable scrutiny by multiple academic scholars prior to publication. In addition, the 
committees of these dissertations were comprised of prominent scholars in either the field of SJTE or 
theories of affect (or both). 
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Britzman. Throughout this chapter, it will become evident that some scholarship features 
more prominently than others. While this was not done intentionally, I was affectively 
drawn to particular texts over and over again—whether it was an author’s idea (e.g., 
Kumashiro, 2000), eloquent language (e.g., Britzman, 2012), a book’s texture and musky 
library scent (e.g., Adams et al., 2007), or heft (e.g., Cochran-Smith et al., 2008). The 
influence of these texts can be felt throughout.  
Contemporary SJTE 
 I define contemporary (university-based) SJTE as an array of programs that share 
the dual aim of (a) helping preservice teachers recognize the significant, historical 
disparities in academic achievement between White, middle-class students and minority 
groups, and (b) simultaneously encouraging teachers to play an active role in the 
interruption and reproduction of said inequalities (e.g., Cochran-Smith et al., 2009).  
Theoretically, SJTE draws from a range of frameworks, including constructivism 
(e.g., Labaree, 1997), sociocultural learning theory (e.g., Anderson & Stillman, 2013), 
care theory (Noddings, as cited in Wiedeman, 2002), experiential learning theory (e.g., 
Adams, 2007; Bell, 2007; Kumashiro, 2004), critical race theory (Ladson-Billings & 
Tate, 1995; Smith-Maddox & Solórzano, 2002; Wiedeman, 2002), queer theory (e.g., 
Kumashiro, 2002; Pinar, 2012), and critical theory (e.g., Gay, 2000; Irvine & Armento, 
2001; Villegas & Lucas, 2002). In addition, SJTE encompasses a range of practices 
including anti-oppressive education (Kumashiro, 2000), critical multiculturalism (May & 
Sleeter, 2010; Sleeter, 2005; Sleeter & Bernal, 2004), anti-bias education (Derman-
Sparks & Ramsey, 2006; Schniedewind & Davidson, 2006), anti-racist education (e.g., 
Short, 1991), teaching against the grain (Cochran-Smith, 2004), critical pedagogy (e.g., 
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Strom & Martin, 2013), culturally responsive pedagogy (e.g., Ladson-Billings, 1995), or 
equity pedagogy (e.g., Banks & Banks, 2009; Oyler, 2011a, 2011b).  
Stuck Moments in SJTE 
Given the range of theoretical frameworks and practices across SJTE—and the 
discursive, material, and affective forces that shape the field—the notion that student 
teachers experience stuckness, or stuck moments, comes as no surprise. As previously 
mentioned, these stuck moments are often framed as symptomatic of a perceived gap 
between theory and practice, or as a necessary and expected dimension of learning to 
teach for social justice. There is also a great deal of consensus around the origin and 
locus of stuck moments, with stuckness often taking place in the field (i.e., during student 
teaching) and originating in the human self (i.e., the student teacher). Although I describe 
these two “sources” separately, they should not be seen as discrete entities, or as single 
causal factors in the production of stuckness. 
Stuck Moments Converging in the Field 
Stuck Moment Source #1: Theory-Practice Gap 
Whereas there are numerous sparks that potentially ignite student teachers’ stuck 
moments, one of the triggers that continues to receive the most attention in the SJTE 
research literature is the theory-practice gap, where the perceived division between theory 
(i.e., what happens in the university) and practice (i.e., the realities of the classroom) is to 
blame. According to the research compendium, student teachers can feel conflict when: 
(a) the messages they receive from their university instructors and cooperating teachers 
diverge (Russell & Martin, 2013), (b) when incongruities exist between the expectations 
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of a teacher education program and the realities of classroom practice (e.g., Anderson & 
Stillman, 2013; Smagorinsky, Cook, Moore, Jackson, & Fry, 2004), (c) when prior 
beliefs and practices conflict with what is taught (Clift & Brady, 2005), and/or (d) when 
student teachers are situated in “low-performing” urban schools where the policy context 
manifestations dramatically differ from the theories and practices championed by their 
SJTE program (Anderson & Stillman, 2013).  
Student Teaching 
 This brings us to a widespread claim made by the SJTE research literature; 
moments of stuckness often occur in the field, particularly during student teaching. 
According to numerous scholars (e.g., Anderson & Stillman, 2013; Hollins & Guzman, 
2005; Zeichner & Conklin, 2005) student teaching has long been identified by both 
student teachers and teacher educators as a major feature of an SJTE program. While the 
nature, structure, and length of student teaching varies from program to program, it 
typically involves placing preservice teachers in public school classrooms with a “diverse 
population” of “disadvantaged” minority youth, often located in urban settings (Zeichner, 
2010; Zeichner & Conklin, 2005).3  
Usually, student teaching begins with a period of observation, with the student 
teacher noting “life in the classroom” (Britzman, 2012), gaining familiarity with the 
students, cooperating teacher, procedures and routines (among others), before gradually 
obtaining greater autonomy and teaching responsibilities. The presumed expectation is 
that student teaching allows preservice teachers to pull together what they have learned 
                                                




during their coursework and previous field experiences and put it into practice. Hollins 
and Guzman (2005) describe it as such: “[student teaching] is where you learn to bridge 
theory and practice, work with colleagues and families, and develop pedagogical and 
curricular strategies for meeting the learning needs of a diverse population” (p. 493, 
emphasis added). For Anderson and Stillman (2013), student teaching is a ripe site for 
“multicultural capacities and equity-oriented knowledge” (p. 447). Supporting much of 
this research are empirical claims that one learns to teach by doing, or by being in the 
field: “It is during student teaching where/when preservice teachers actually begin to 
think, know, and feel [emphasis in original] like a teacher” (Britzman, 2012, p. 32) or, 
“[The student teaching site] is a promise for helping beginners learn to teach” because it 
provides an “occasion for learning” that is “experiential” (Feiman-Nemser & Buchmann, 
1985, p. 256).4 
Competing notions of justice. During student teaching, student teachers also 
grapple with different (often, competing) notions of justice (e.g., Anderson & Stillman, 
2013; Ayers, 2004; Cochran-Smith, 2009). Given the neoliberal education reform context 
(Lipman, 2004) and the discursive manifestations where the centrality of the teacher 
reigns supreme (Larsen, 2010), student teachers frequently find themselves stuck in the 
middle of a rather difficult situation, torn between the notions of justice that circulate in 
their SJTE programs and those which permeate the field (e.g., Anderson & Stillman, 
2013; Ayers, 2004; Cochran-Smith, 2009). Generally, SJTE conceptualizations of social 
                                                
4 However, as scholars Feiman-Nemser and Buchmann (1985) point out, “Experience is not 
always a reliable teacher” (p. 255). They cite three particular “pitfalls” that come hand in hand with student 
teaching experiences: the two-worlds pitfall (i.e., contradictory “visions” between a school setting and a 
university teacher education program); the familiarity pitfall (i.e., student teachers coming in thinking they 
are already familiar with teaching); and the cross-worlds pitfall (i.e., the paradoxical role of the student 
teacher, where one is both a teacher and a student; Feiman-Nemser & Buchmann, 1985). 
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justice emphasize distributive notions of justice, equity (Nieto, 2000), and the importance 
of challenging the institutional and school structures that reinforce the marginalization of 
disadvantaged students (e.g., Cochran-Smith, 2009; King, 2006). This is in sharp contrast 
to the neoliberal audit culture (Taubman, 2009) that pervades schools and school systems, 
where competition, accountability, and equality (versus equity), are the purveyors of 
justice.  
Converging Around the (Human) Self 
Stuck Moments Source #2: Necessary and Expected Part of Learning to Teach for 
Social Justice 
A second source identified by the SJTE literature converges around the (human) 
self; that is, stuck moments typically occur within the individual student teacher and are 
seen as a necessary and expected part of learning to teach for social justice. The SJTE 
research shows considerable consensus around this point and makes the following 
interrelated claims. SJTE programs need to (a) uncover or trouble student teachers’ prior 
beliefs about teaching. To do this, student teachers need to (b) experience some kind of 
“crisis.” This crisis is (c) often accompanied by strong emotional discomfort. I untangle 
each of these claims below.  
A first shared claim across much of the SJTE literature is that prospective 
teachers enter SJTE programs with taken-for-granted beliefs, or mental images, around 
teachers, teaching, and students (e.g., Cochran-Smith, 2004; Feiman-Nemser, 2001a, 
2001b; Sleeter, 2008; Weideman, 2002). These mental images, a conglomeration of one’s 
personal life experiences, in conjunction with the fact that preservice teachers enter the 
field already familiar with school (Lortie, 1975), act as “powerful filters” (Villegas, 
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2007) that shape preservice teachers’ learning (such as their practices, strategies, action, 
interpretations, and decisions). Since most of these new teachers are White, middle-class 
women who arrive with very little knowledge, background, or experiences with 
individuals of different racial/cultural/social backgrounds (e.g., Cochran-Smith, 2004; 
Sleeter, 2011; Wiedeman, 2002), their beliefs about urban schools and students of color 
are often negative, stereotypical, or naïve (Oyler, 2011a). A range of empirical studies 
have highlighted, for example, how White preservice teachers may: (a) have low 
expectations for students of a different race or socioeconomic status due to linguistic and 
cultural differences (e.g., Nieto & Bode, 2012; Swartz, 2003); (b) enter programs with 
attitudes of “naive egalitarianism” (Causey, Thomas, & Armento, 2000), whereby one 
refuses to believe that one’s culture, class, or race affects one’s education or educational 
achievement; and (c) believe that acknowledging notions of difference is a bad thing, 
hence the oft-overhead phrase, “I don’t see color; I just see kids” or “all kids are just 
kids” (Causey et al., 2000, p. 40). 
As such, to uncover or trouble preservice teachers’ prior (and often problematic) 
beliefs, student teachers need to undergo some sort of “crisis” (Kumashiro, 2004), a claim 
supported by a majority of the reviewed research, albeit by different terms. Cochran-
Smith (2004), for example, describes it as “cognitive dissonance,” Britzman (2012) calls 
it “disequilibrium,” Boler and Zembylas (2003) refer to it as “discomfort,” Oakes, 
Rogers, and Lipton (2006) call it “shocking the conscience,” and Adams et al. (2007) 
name it “cognitive conflict.” Schmidt (2009) uses the terms “triggers” or “wake up call” 
and likens these experiences to an earthquake: “One minute you’re comfortably 
ensconced in a classroom…and the next minute, the ground shifts” (p. 35). For Rodgers 
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(2006), these experiences “literally throw student teachers off balance” and immerses 
them in “experiences that move them emotionally” (p. 1276), which brings us to the next 
claim.  
These crises, or stuck moments, are usually accompanied by strong feelings and 
emotions (e.g., Adams et al., 2007; Berlak, 2004; Boler & Zembylas, 2003; Chubbuck & 
Zembylas, 2008; Zembylas, 2005). These feelings and emotions can include pain and 
anger (Agarwal et al., 2010), disillusionment (Flores, 2007), suffering (Mintz, 2013), 
isolation and guilt (Adams et al., 2007), fear (O’Brien, 2004), or resistance (Clift & 
Brady, 2005; Cochran-Smith, 2001; Wiedeman, 2002). According to numerous studies, 
these experiences of crisis, and their accompanying emotional turmoil, can serve as the 
basis for “intellectual breakthrough, increased personal insight, and changes in behaviors, 
awareness, and actions” (Adams et al., 2007, p. 96). They can prompt student teachers to 
adopt a set of more “socially-just” dispositions and beliefs (Villegas & Lucas, 2002) or 
develop a “critical consciousness”5 (Mthethwa-Sommers, 2013). Typically, this 
“consciousness” refers to one (or more) of the following: an awareness of one’s own and 
others’ racial and cultural past(s), an ability to problematize one’s world and its existent 
inequities, an understanding of how social and institutional structures contribute to 
historical and present-day oppression (Lin, Lake, & Rice, 2008), and a sense of 
responsibility for enacting change (e.g., Au et al., 2007; Cochran-Smith, 2004; Grant, 
2012; Strom, 2014; Villegas & Lucas, 2002).  
And while not all of the examined research makes it clear, it is impossible to 
ignore this body of research’s entanglements with cognitive science, particularly with 
                                                
5 According to Mthethwa-Sommers (2013), scholars also use the terms sociocultural 
consciousness, critical cultural consciousness, or political consciousness. 
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conceptual change theory6 (Posner, Strike, Hewson & Gertzog, 1982; Strike & Posner, 
1985). In education, conceptual change theory tends to follow a particular sequence: a 
student is posed with a “discrepant event” (e.g., an unexpected turn of events, a surprise, 
a puzzling experience) that is often in contradiction with their existing mental 
conception(s). The contradiction provokes some sort of cognitive conflict, which then 
encourages the student to reflect on the “implausibility” of their original thought, and 
prompts a search for a more reasonable explanation (Strike & Posner, 1985). Of course, 
this brief description is a gross simplification of conceptual change, but if we take 
another look at the shared claims made by SJTE, we see an eerily similar logic at work: 
preservice teachers—frequently White women with little to no experience with 
diversity—enter social justice-oriented programs with pre-existing (often, problematic) 
misconceptions regarding teaching students of color; as the student teachers progress 
through a program, they encounter discrepant events (perhaps a course text, a class 
discussion, a new theory, or a particular student teaching experience). This provokes 
some sort of crisis—one that is frequently emotional in nature—which then encourages 
student teachers to recognize the inadequacy of their original conceptions and promotes 
the adoption of more socially just beliefs or dispositions (e.g., Agarwal et al., 2010; 
Britzman, 1986, 2012; Villegas, 2007).  
Framed in such a way, it is no wonder that stuck moments are often considered as 
a necessary or expected part of learning to teach for social justice (e.g., Boler & 
Zembylas, 2003; Kumashiro, 2004). However, as I intend to make clear in a later section, 
                                                
6 It is important to note that cognitive science is embedded within a rationalist framework, a 
paradigm that is rooted in humanist notions of the self and stipulates that reason (i.e., thought/cognition) is 
the foundation of all “truth” and knowledge. 
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these claims continue to operate under a logic of representation, where the gap between 
theory and practice is still considered a given, and where stuck moments are understood 
in rather singular ways. 
Learning about difference and privilege. Distinct from theories of conceptual 
change, but still converging around the human self, there is a related body of literature 
that speaks to how learning about notions of difference and privilege—a linchpin in most 
SJTE programs—is a primary catalyst of stuckness in SJTE. According to Zembylas and 
Chubbuck (2009), for example, White preservice teachers have a difficult time 
acknowledging that they have gained advantage at the expense of others or that their 
privilege has come largely unearned. Researchers Fields, Copp, and Kleinman (2007) 
reiterate this notion: 
   The meritocratic ideal allows people to assume that they earned their comforts 
and advantages. If they came to believe otherwise, they might feel guilty about 
the benefits they receive. In addition, if privileged people were to recognize their 
unearned advantages and become allies of subordinates, then they would have to 
confront their fear about fighting the very system that benefits them. (p. 168) 
 
According to Chubbuck (2004), individuals who have difficulty seeing the privileges of 
their Whiteness often exhibit resistance (Kumashiro, 2000), ambivalence (Ellsworth, 
1989), anger, or defensiveness (DiAngelo, 2011). Conversely, the recognition of 
privilege—and the “implied sense of high moral stakes involved in transforming the 
‘iniquitous relations of power’” (Giroux, as cited in Zembylas & Chubbuck, 2009, p. 
354)—can be emotionally crippling, with students becoming overwhelmed by the 
enormity of the task, or feeling guilty, anxious, disillusioned, and hopeless (Zembylas & 
Chubbuck, 2009).  
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Problematic Assumptions Around Two Sources 
 In sum, according to the SJTE research literature, student teachers’ stuck 
moments are often framed as indicative of the theory-practice gap or as a necessary part 
of learning to teach for social justice. While these claims point to two broader sources—
stuck moments as converging in the field and stuck moments as converging around the 
human self—they are embedded within a logic of representation, a paradigm that 
continues to represent stuck moments in singular and reductionist ways.  
 To be clear, my intention here is not to refute these studies or claims; they have 
made valuable contributions to the SJTE field. Instead, I want to highlight the 
representational logic that is at work across much of the literature and shed light on the 
underlying (and problematic) assumptions. These assumptions include: (a) the centrality 
of the rational, human self; (b) an overt attention to place over space (i.e., stuck moments 
as occurring primarily in student teaching classrooms); and (c) a focus on human emotion 
at the expense of affect and the nonhuman. 
Focus on the Rational Human Self and Experience 
Much of the SJTE research reviewed for this study is based on humanist 
assumptions of the self. Often, the human subject is depicted as a coherent, 
individualized, intentional, and transcendental self (Rose, 1998) who—through the use of 
reason and language—has the potential to emerge from their stuckness transformed 
and/or enlightened. However, as Britzman (2012) reminds us, the assumption of a unified 
teaching self is a “cultural myth” that is based on Platonic notions of being, essence, or 
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originality.7 Additionally, stuck moments are often solely framed in terms of human 
experiences. This emphasis serves to “drown out” the nonhuman, or consider how the 
“force of things” (Bennett, 2010) might also animate student teachers’ stuckness.  
Focus on Place (Over Space) 
The claim that stuck moments predominantly occur in one’s student teaching 
placement reify singular and static representations of stuck moments for they invoke 
particular “imagined geographies of education,” discourses in education that dictate when 
and where one can expect to “find something” (Leander, Phillips, & Taylor, 2010). For 
the purpose of this particular study, the imagined geographies of interest involve the 
spaces where stuck moments are thought to take place. According to much of the SJTE 
research, stuckness typically occurs in one of two locations, the university classroom 
and/or the field placement classroom. Problematically, however, these two locations (the 
university classroom and/or field classroom), are often conceptualized as closed 
“containers”—bound, fixed, and bordered (Leander et al., 2010). This not only reifies the 
theory-practice gap hypothesis, but also makes it difficult to imagine how stuck moments 
might become materialized in more liminal, in-between, spaces (such as my own stuck 
moment in Pablo, the Party Van), and precludes a more inclusive imagined geography of 
SJTE education (Leander et al., 2010). In addition, this focus on place also fails to take 
                                                
7 In fact, the effects of this particular assumption are quite clear in the SJTE research: if we can get 
student teachers, for example, to come together in a common space (Ayers, 2004), to speak about their 
images of teaching (Feiman-Nemser, 2001a, 2001b), to reflect (Howard, 2003; Korthagen, 2004; Lin et al., 
2008; Milner, 2003; Oakes & Lipton, 2003; Sleeter, 2001), engage in dialogue (Adams et al., 2007; Boler, 
2004; Chubbuck & Zembylas, 2008), name the problem (e.g., racism, oppression) (Fitts, Winstead, 
Weisman, Flores, & Valenciana, 2008), and then experience some sort of (cognitive) dissonance, student 




into account the unbounded nature of affect, which flows irrespective of physical borders 
and boundaries.  
Focus on Emotion, Not Affect  
The emotions8 often highlighted in the SJTE literature are typically rooted in 
psychological (or sociopsychological) perspectives, where emotions originate in the 
mind, and then move outward where they are expressed with the body (e.g., tears, 
laughter, flushed skin).9 Now while SJTE’s entanglement with psychological 
perspectives of human emotion is not entirely surprising—after all, teacher education and 
psychology have been bedfellows ever since teacher education moved into the 
academy—this often precludes how other perspectives, including affect, (defined as a 
force or intensity that enters, collides, joins, or moves bodies), might play a role in 
animating stuck moments.10 In fact, most of the studies reviewed for this research focus 
their attention on the effable, or emotions that are easily recognizable and describable in 
language (e.g., anger, frustration, anxiety). The ineffable, which played a prominent role 
in my own stuck moment, is largely ignored. And yet, as Brown and Tucker (2010) 
remind us, “The effable can never tell the whole story” (p. 229). 
                                                
8 For scholarship related to emotions and social justice/diversity writ large, see Ahmed (2005). For 
scholarship on the intersections between social justice and teacher education, see Boler and Zembylas 
(2003), Chubbuck and Zembylas (2008), Schutz and Zembylas (2009), Zembylas (2002, 2003, 2005, 
2007a, 2007b, 2007c, 2009a, 2009b), and Zembylas and Chubbuck (2009). 
9 This inside-out perspective is in contrast to the outside-in model, where emotions can travel from 
outside (and across) bodies, as is often seen in sociology, or in crowd or contagion theories (Brennan, 2004; 
Gilbert, 2014). 
10 According to Brian Massumi (1995) emotion and affect “follow different logics” (p. 88). 
Australian scholar Megan Watkins (2006) explains: “[Emotions and affects] are different in the sense that 
they belong to distinct modes of existence, but they are similar in that emotion is substantially a product of 
affect” (p. 273). 
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 Given these limitations—the centrality of the rational, human self, the overt 
attention to place over space, and a focus on emotion at the expense of affect—I “tune” to 
the work of Kathleen Stewart (2007), who calls for “other [emphasis added] potential 
modes of knowing, relating, and attending” (p. 6). As such, I cannot help but wonder: 
What other ways might we think, feel, or imagine student teachers’ stuck moments? And 
what “states of potentiality” and/or “resonance” might await in such stuckness? (Stewart, 
2007). I contend that posthumanist theories of affect and the concept of assemblage can 
help us trouble singular representations of stuck moments and invite us to consider what 
other forces or bodies might be participating in student teachers’ stuck moments. 
Stuck Moments as Assemblage 
Since my study aimed to problematize the representational thinking posited by 
Platonic philosophy (MacLure, 2013), I worked from a logic of assemblage where 
“objects, utterances, institutions, bodies and fragments relate in ‘unholy mixture’” 
(Lecerle, 2002, p. 530). In the Deleuzo-Guattarian sense, assemblages are multiplicities, 
or “complex constellations of objects, bodies, expressions, qualities, and territories that 
come together for varying periods of time to ideally create new ways of functioning” 
(Livesey, 2005, as cited in Strom, 2014, p. 44). Since such a broad, nebulous definition 
can lend itself to misappropriation and invoke confusion, a look at the word’s etymology 
can provide a helpful frame. Assemblage comes from the French word agencement, 
which literally translates to “collective agency” (Strom, 2014). This definition is 
important. An assemblage is not just a “collection of things” (Phillips, as cited in Sellar, 
2013, p. 68), although it is often mistaken as such. Rather, it is a moving, changing 
process whose “dynamic unities” (Sellar, 2013, p. 68) collectively do something. Second, 
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like affects, assemblages are inherently relational. An assemblage is not constituted by its 
basic parts, but by the relations between its constituents (DeLanda, 2006).11 Because of 
its inherent dynamism and “relationality” (Blaise, 2013), I conceptualize student 
teachers’ stuck moments as a Deleuzo-Guattarian assemblage, as “literally moving things 
– things that are in motion and that are defined by their capacity to affect and to be 
affected” (Stewart, 2007, p. 6). As a “tangle of potential connections” (Stewart, 2007, p. 
6), this conceptualization allowed me to complexify (Strom, 2014) the singular and 
reductionist representations of stuck moments that are most prevalent in the research 
literature.  
However, before I describe how assemblages might trouble the representational 
logic of stuck moments, I briefly re-highlight the assumptions that I bring to this work. 
First and foremost, I assume that learning to teach for social justice (if such a thing is 
possible), is entangled and shaped by a nexus of myriad forces and bodies. These forces 
include the discursive: discourses that shape the ways in which we can think about social 
justice, what it means to teach for social justice, and how to be a teacher, among others. 
Learning to teacher for social justice invokes the affective realm for it involves students 
and teachers being emotionally moved or affected in some way. And third, it 
encompasses the material because when affect registers on a body, it becomes material 
(e.g., tears, sobs, gasps). As such, an assemblage allows me to bring together these 
assumptions and explore a stuck moment as an ever-changing mobile and relational 
entanglement of bodies (both human and nonhuman); discourses (e.g., developmental, 
neoliberal, humanist thought); desires, investments, or commitments (Tuck, 2010; 
                                                




Zembylas, 2007a); material spaces (e.g., a classroom) and matter (e.g., a text), among 
others. 
Stuck Moments as Assemblages of Potentiality 
Posthumanist theories of affect, and their accompanying logic of assemblage, can 
help us reframe stuck moments as a tangle of connections that harbor imminent 
potentiality. As I mentioned in the previous chapter, assemblages are always “saturated 
with affect” (Airton, 2014; Dernikos, 2015). It bears mentioning that affect, as a force or 
capacity, is always both actual and virtual (Deleuze & Guattari, 1987). In other words, 
even if affect (as a force) becomes actualized or materialized, there is always the virtual, 
or that which has not yet been realized. Because of these characteristics, it follows, then, 
that a stuck moment is also endowed by capacities or forces that have not yet been 
realized. This allows us to wonder what stuck moments, even in their mobile, ephemeral 
becomings, can do. Might we imagine, for example, stuck moments—instances when 
student teachers lose their footing and find themselves “dogpaddling” in an effort to 
“maintain their sea legs” (Berlant, 2011)—as sites of potentiality?12 Rather than labeling 
stuck moments in limited ways—as mistakes, misrepresentations, confusion, or conflict 
(Britzman, 2012)—might they act as pedagogical gifts (Britzman, 2012) or pedagogical 
openings, where experimentation, tinkering, and hacking (Lewis & Friedrich, 2016) 
become possible?  
                                                
12 The word “potential” requires a caveat. While I argue that an impasse is a site of potential for 
student teachers, I heed Gould (2002) and Massumi’s (2003) cautions: Even though the word potential 
often assumes a positive valence, this does not mean it is precluded from being negative or damaging. As 
Massumi reminds us, even politically progressive projects that are deemed to have great potential—




 My proposition to wonder about the potentiality in stuck moments was inspired 
by scholarship both in and outside education, by scholars who have conjectured about 
potential in the ordinary (Stewart, 2007), the historical present (Berlant, 2011), and 
emotional states such as depression (Cvetkovich, 2012). Elizabeth Ellsworth (2005), for 
example—drawing from the work of pediatrician and psychoanalyst D.W. Winnicott 
(1989)—speaks of the potentiality that can arise from what Winnicott (1989) termed, “a 
transitional space.” According to Ellsworth (2005), these kinds of spaces have the 
capacity to act as a hinge, or a pivot point, capable of moving individuals “from a state of 
habitual…compliance with the outside world…to a state of creatively putting those 
expectations, traditions and structures to new uses” (Ellsworth, 2005, p. 30). In this vein, 
this study sought to explore the potentialities that open up when we unyoke student 
teachers’ stuck moments from the auspice of representational logic.13  
Unfinished Thoughts 
I end this chapter with an observation from political philosopher, May (2005): 
   To recognize that there is more than we have been taught, that what is presented 
to us is only the beginning of what there is, puts before us the greater task of our 
living. We have not finished with living; we are never finished with living. 
However we live there is always more. We do not know of what a body is 
capable, nor how it can live…There is always more. (p. 172)  
 
To recognize that “there is always more” is not for the fainthearted, particularly when we 
consider the representational logic that undergirds much of the current teacher education 
research. May’s (2005) call urges us to avoid reducing phenomenon (read: a student 
                                                
13 This question might very well be a manifestation of my cruel relationship with SJTE (Berlant, 
2011), where rather than give up on the idea that social justice (and teaching for social justice) is 
impossible, I find ways to theorize “potentiality,” even amidst the darkest stuckness. 
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teacher’s stuck moment) to singular explanations (i.e., a gap between theory and practice) 
and embrace the multiplicities of actors and actions that animate a relational field 
(Latour, 2005), both of which nudge us toward different understandings(s) of reality 
(Blaise, 2013). Looking for the more was an endeavor that necessarily involved a 
different kind of research methodology, one whose methods were equipped to deal with 
the complex “forms of relationality” (MacLure, 2010, p. 5) among bodies, language, and 










Analogous to Sara Ahmed’s (2010) research on happiness—where she describes 
her methodology as following happiness around to see what it does—my dissertation 
trailed a similar path. Motivated by my own experiences as a student teacher and teacher 
educator, I “followed around” student teachers’ stuck moments in an SJTE program. I 
define stuckness as moments of instability or incoherence (identified by either the student 
teacher or myself) that materially register on a particular body (or bodies). Recognizing 
that there is never a single way of understanding or representing this phenomenon, I 
experimented with a Deleuzo-Guattarian-inspired, post-qualitative research methodology. 
“Inventive,” “creative” (Deleuze & Guattari, 1987), and equipped to cope with the 
“fractious, multiplicitous, and unpredictable” (Stewart, 2007, p. 3), a post-qualitative 
methodology allowed me to study the forces and bodies that animate student teachers’ 
stuck moments. With multisensory observations, field notes and jottings, individual and 
group conversations, and the co-creation of a wunderkammer or wonder cabinet 
(MacLure, 2013) as “data,” I engaged in a rhizomatic mapping process that entailed 




1. How do discursive, affective, and material forces shape student teachers’ stuck 
moment(s)?  
2. What do these stuck moments do to student teachers?  
Overview of Research Design 
Post-Qualitative Research 
   Post-qualitative research is dynamic, fluid, indefinite, unfolding. Neither the 
research process nor what is experienced or learned in the research is fixed or 
bounded, but rather they are fleeting and fluid, propelled by lines of flight, 
“resisting stasis and capture” (Lather, 2013). Post-qualitative research also gives 
radical new meaning to the emergent character of conventional qualitative 
research. It is not that our methodology and substantive gaze become more 
focused and directed as we get to know the context and become a part of it. 
Rather, post-qualitative research itself is a set of “emergent possibilities.” One 
enters the mangle at any point and time and follows the lines encountered until 
another possible line emerges and redirects our gaze and energies. (J. C. Greene, 
2013, p. 753) 
 
Through a series of wunderkammern, or wonder cabinets, this study mapped the 
configurations and connections between/through/among the bodies, forces, spaces, 
affects, desires, and thoughts that became assembled during moments of stuckness. I used 
a post-qualitative methodology (J. C. Greene, 2013; Lather, 2013; St. Pierre, 2011) 
because its underlying “logic of assemblage” (Deleuze & Guattari, 1987) troubles 
singular representations of stuck moments, decenters the primacy of the human subject 
(i.e., the student teacher), thwarts any attempt to assign fixed meaning, and welcomes 
new “actors” (Latour, 2005)—things, or matter (Bennett, 2009)—that are typically 




This post-qualitative research endeavor was loosely guided by a case study 
design. Since this design allows for the in-depth investigation of a phenomenon within a 
particular context using a variety of sources, a case study approach was apt for my work 
(Stake, 2008; Yin, 2003). The unit of analysis under study involved the stuck moments of 
a group of student teachers in an SJTE program. While a case is typically defined by a 
“bounded context” (Miles & Huberman, 1994, p. 25), since I conceptualize stuck 
moments as fluid, moving assemblages animated by discursive, material, and affective 
flows, my “object of inquiry” (St. Pierre, 2009) invariably exceeded the bounds of the 
case.  
Research Site Context, Selection, and Participants 
Selection of Research Site 
The site of this post-qualitative case study was an SJTE program located within a 
private university in New York City. The site was selected using particular ethical, 
pragmatic, and programmatic criteria. Due to my role as a student teaching instructor and 
supervisor, ethically, I searched for a site outside my program of employment to avoid 
potential conflicts of interest. Pragmatically, I looked for a site within close enough 
geographical proximity to honor the time, work, and research commitments needed at 
both locations. With these two selection criteria narrowing down my options to two 
teacher education programs, I then began to look at programmatic factors. Specifically, I 
wanted an SJTE program that—at minimum—self-identified as being committed to the 
teaching and learning of equity and social justice, as evidenced by its mission, program 
goals, and/or online documents (Airton, 2014). However, since a program’s self-
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identification does not always match the reality of what occurs inside these spaces, I 
relied on my shared contacts and informally reached out to alumni and enrolled students 
at each program to ask for their thoughts on their respective program’s commitments. 
One program in particular had individuals who enthusiastically corroborated their 
program’s social justice orientation. After a formal request for access was granted,1 this 
particular program became the chosen research site.  
Research Site Program Context  
The SJTE program under study is situated within the City of New York, the 
nation’s most populous urban city, both in regard to numbers and population density 
(U.S. Census Bureau, 2016). With approximately 8.5 million inhabitants, 44.6% of its 
inhabitants identify as White, 25.1% as Black or African American, and 11.8% as Asian 
or Asian American (U.S. Census Bureau, 2016).2 Whereas the city is incredibly diverse, 
wealth disparity and racial/economic segregation are widespread. Pertinent to this study, 
NYC is also home to the nation’s largest, yet most economically and racially segregated 
school system, serving over 1.1 million students, most of whom are non-White. 
According to the New York City Department of Education (2016), Hispanic and 
Latino students make up 49.9% of the student population, with Black and African 
Americans coming in at 30.3%, Asian or Asian American students at 15%, and non-
Hispanic or non-Latino Whites at 14.3%. This diverse, yet highly segregated city and 
schooling context, has shaped the research site’s contemporary and historic aims. 
                                                
1 Here, and throughout, I use the passive voice intermittently to acknowledge that it is never just 
the human “I”/eye (Taguchi, 2013) that “directs” a research study, but rather a conglomeration of moving 
bodies and forces that “inter and intra-act” (Barad, 2007) as part of an ever-moving research assemblage. 
2 Hispanics and Latinos of any race, however, make up around 27.5% of the entire city’s populace 
(U.S. Census Bureau, 2016). 
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Historically poised to “meliorate the social ills wrought by urbanization and 
industrialization” of the time, the program continues to be dedicated to urban public 
education, “working locally to critically and helpfully attend to [the] community” as 
stated in program documents. The program is rooted in three philosophical stances that 
underlie and infuse its everyday work: an inquiry stance (“an inquiry-based and practice-
oriented community” that embraces the “interrelated roles of learner, teacher, and 
leader”), a curricular stance (“negotiating the multiple perspectives on culture, content, 
and context to meet the needs of diverse learners”), and a social justice stance (“a 
commitment to collaborating across differences [and] demonstrate a commitment to 
social justice and serving the world”).  
The SJTE program admits approximately 40-45 prospective teachers every year. 
While the program intentionally recruits individuals from varied backgrounds, for the last 
5 years, most of the enrolled students have been White, middle to upper class males 
between the ages of 22-30, making it distinct from other teacher education programs 
where a majority of teacher candidates are White, middle to upper class females. The 
selected SJTE program requires one academic calendar year and two summer sessions to 
complete. During this time, students enroll in a variety of courses, ranging from 
curriculum theory and curricular design, to classes on diversity and social justice. In 
addition to completing the prerequisite coursework, students are required to student teach 
in two different urban public school sites for the full academic year, switching placements 
midyear. While there are multiple (and complex) factors that go into selecting school sites 
and placing student teachers (including commute time, interests and needs of the student 
teachers, supervisors, and cooperating teachers, among others), enrolled students are 
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required to student teach one semester in a middle school (Grades 6-8) and another 
semester in a high school (Grades 9-12). 
Participant Selection 
Within these program parameters, my research participants were selected from a 
group of student teachers enrolled in a social justice and diversity (SJ&D) course during 
the fall of 2015.3 As implied by the course title, issues of social justice and diversity (and 
learning how to teach/engage with these issues) were focal points. It is important to note, 
however, that because of the program’s limited faculty, this particular course was not 
mandatory at the time of study,4 but was listed as one of three classes that students had to 
choose from to graduate. The other two courses focused on the sociohistorical 
dimensions specific to the program’s discipline, including the history and evolution of the 
subject area’s content matter and the discipline’s pedagogical principles and practices. 
According to informal conversations with program faculty, the SJ&D course was popular 
among current (and former) students. Often recommended by faculty advisors to 
incoming students, over 90% of the program’s students enrolled in the class. While the 
course’s nonrequired status could be considered a limitation, I take a different 
perspective: the fact that the course was not required made it particularly intriguing 
because it implied that a majority of the students were in the class because of some 
commitment to social justice and diversity in the first place.  
                                                
3 While I have adapted the original course name for confidentiality reasons, I use “social justice 
and diversity course”	to keep the spirit of the original course title. 
4 As of Fall 2016, however, the SJ&D course became part of the program’s core and is now 
required for all enrolled students. 
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Social justice and diversity course. The course met weekly for 15 sessions 
during the Fall 2015 semester. Each class lasted 1 hour and 40 minutes. The course’s 
larger aims converged around social and political inequity, struggles for justice, the 
impact of social disequilibrium on schooling, and the ways in which schools and teachers 
redress social inequality. As stipulated by the course syllabus, the enduring 
understandings included the development of a “culturally responsive practice/critical 
pedagogy/social justice education,” “teacher as critical inquirer,” “urban youth and 
popular culture as a fund of knowledge,” and “education, schooling, and teaching as 
embedded in broader social, economic, historical, political, and geographic contexts.” 
These understandings were explored through four books and accompanying articles that 
discussed and critiqued (in)/equity at different levels related to schooling—the sociology 
of group identities, urbanization, education policy, school curriculum and access, the 
organization of schools, and school environments. The four books explored through the 
course included: Howard’s (2013) Black Male(d): Peril and Promise in the Education of 
African American Males, Lipman’s (2013) The New Political Economy of Urban 
Education: Neoliberalism, Race, and the Right to the City, Bartlett and Garcia’s (2011) 
Additive Schooling in Subtractive Times: Bilingual Education and Dominican Immigrant 
Youth in the Heights, and Pascoe’s (2007) Dude, You’re a Fag: Masculinity and Sexuality 
in High School. 
Participant Recruitment and Selection  
Beginning in the Fall 2015 and culminating at the end of the Spring 2016 
semester, my research design involved two waves, acknowledging of course that 
discursive, affective, and material flows are indiscriminate to such markers. These waves, 
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which coincided with the academic semesters of the university program, marked a shift in 
the study’s scale, focus, and researcher/participants’ roles (more on this later). Wave I 
took place in the fall of 2015, during which I observed a cohort of student teachers 
enrolled in an SJ&D course, and Wave II occurred during the spring of 2016 and entailed, 
among other aspects, visiting my participants at their student teaching placement sites.  
The purpose of Wave I was twofold. The first aim was to gain familiarity with the 
overall program (e.g., its structure, movements, ideas, bodies) so that I could (eventually) 
“make the familiar, strange” (Erickson, 1986, p. 121). The second aim was to become 
acquainted with the SJ&D course (e.g., the curricula, professor, materials, texts), the 
student teachers enrolled in the class, and the “affective atmospheres” (Anderson, 2009) 
that were generated when these came together. As a participant observer in the course, I 
attended each class session and “attuned” (Stewart, 2007) to the bodies in the space, the 
conversations that emerged, the shifts in moods, how bodies (both human and nonhuman) 
became assembled in relation to each other, the tensions that were sparked, and the 
“actants” (Latour, 2005) that moved across the particular spaces, among others.  
In November of 2015, I led an informal 15-minute presentation before the start of 
the SJ&D class to recruit participants for Wave II of the research study. Although 
attendance at the recruitment presentation was voluntary, all students enrolled in the 
SJ&D class attended. Six student teachers immediately signed up for the study following 
the presentation; all six were invited to participate in the research.5 While my particular 
theoretical framework eschews identity categories predicated on notions of sameness, I 
briefly highlight some salient identity makers here. Two of the six participants, Beth and 
                                                
5 Given that I only anticipated three participants, this was a welcome surprise. 
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Harper,6 were White females. The remaining four—Kaiden, David, William, and Ben—
were male. Kaiden, David, and William self-identified as White and Ben, a non-U.S. 
citizen, identified with his country of origin (see Table 1). 
Wave II of the research study began in January 2016 and ended in April 2016. 
During this phase, I focused my attention on the six student teachers and their stuck 
moments. Specifically, I followed each of the participants to their field placement sites to 
observe them teach a 45- to 60-minute lesson, conducted both group and individual 
conversations, collected their stuck moment entries through Google Docs, and had the 
participants create a wunderkammer, or wonder cabinet (MacLure, 2013), of their stuck 










Multisensory observations, group and individual conversations, researcher field 
notes and jottings, and the construction of a wunderkammer (MacLure, 2013) were my 
                                                








Ben Male 25 Middle Eastern 
Beth Female 26 White 
David Male 23 White 
Harper Female 26 White 
Kaiden Male 24 White 
William Male 28 White 
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primary sources of data. Before I describe these methods, however, I want to first outline 
my assumptions regarding data. Still largely unproblematized in the dominant qualitative 
and quantitative research traditions, data is habitually framed as that which is “out there,” 
teeming with meaning, ready to be collected, organized, and analyzed by a researcher to 
reveal some particular finding. Troubled by these humanist postulations, I consider data 
as “under erasure,” thorny, problematic, and fickle, sometimes even vanishing or refusing 
“to offer itself up to close scrutiny” (Koro-Ljungberg & MacLure, 2013, p. 221). 
Whereas this assumption around data might seem contentious (or unproductive), I 
contend that the capriciousness and elusiveness of data points to its inherent “animacies,” 
or “live-ness” (Chen, 2012) and allows me to view data as “something mobile and 
productive” (Koro-Ljungberg & MacLure, 2013, p. 221), open to multiple readings, 
questions, and re-interpretations. 
The overarching aim of these data collection tools was to track the punctums, or 
the physically felt “woundings” (Barthes, 1981) that surged throughout the research 
process, indicating the possibility that a body (i.e., a student teacher) was caught up in 
something (i.e., a stuck moment; Stewart, 2007). As a felt intensity that borders on 
rupture (Airton, 2014), Deleuze and Guattari (1987) and Massumi’s (1996) work on 
affect highlights how we might be able to recognize such a stuck moment. As I have 
already mentioned (see Chapter I), while the conceptualization of affect that I draw from 
views affect as an unformed and unstructured force that exceeds language, this does not 
mean that we cannot study or analyze it (Massumi, 1996). In fact, affect is analyzable 
(Massumi, 1996) precisely because we can study its effects (i.e., what affect does). So, 
	 
57 
when affect moves a body,7 such as a student teacher’s body for example, its effects can 
register (or materialize) on said body (e.g., a heavy sigh, tears, a prolonged silence).  
Observations 
Since affect invariably involves bodies (and not just human bodies), observations 
(e.g., Merriam, 2009; Stake, 2008) were a prominent method of data collection. However, 
given the troublesome representational logic that frequently undergirds the ways in which 
observation is used in traditional qualitative research (e.g., as a “window” into the inner 
life of an individual; St. Pierre, 1995), I was careful (but not immune) to this humanist 
impulse. Logistically, I conducted observations of every session of the SJ&D course 
during Wave I. Additionally, since a commonly-cited claim in the SJTE literature is that 
stuck moments tend to occur when preservice teachers enter student teaching, I also 
observed participants as they taught a 45- to 60-minute lesson during Wave II of the 
study.  
Multisensory observations: “Being on the lookout.” In conversation with 
former student, Clare Parnet, Deleuze cites the importance of “being on the lookout,” a 
process whereby one is open to possibilities of “jolts and disturbances” by an idea or 
thought emerging from various encounters (as cited in McCoy, 2012, p. 763). For 
Deleuze, being on the lookout is not just observing or watching, but “attending” to the 
world in different ways. In this spirit, I took inspiration from Airton’s (2014) 
methodological work and adapted their8 “multisensory observations” for my particular 
study. According to Airton (2014), multisensory observation involves not just the 
                                                
7 Keeping in mind, of course, that said human body is part of a larger, moving assemblage. 
8 They/their/theirs are Airton’s (2014) preferred pronouns (Niccolini, personal communication, 
March 15, 2015). 
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traditional human senses (e.g., sight, sound, touch, and smell), but the mobilization of 
one’s “somatic resonances—hunches, tensions, burnings, oscillations” (p. 111) as well. 
As such, my observations involved not only watching for stuck moments, but also 
listening, smelling, sensing, and intuiting stuckness and sensing what those stuck 
moments were doing to student teachers. 
As part of my multisensory approach, I was on the lookout for bodies, spaces, and 
matter (and the relations between and among these). As a reminder to the reader, I 
conceptualize body in the Deleuzo-Guattarian sense, which refers to corporeal, human 
bodies (e.g., a student teacher, the cooperating teacher, students in a field placement 
classroom), bodies of knowledge (e.g., thoughts, ideas, postulations, theories of social 
justice, causes of World War II, or systems of national organization; see Chapter IV), or 
bodies of matter (e.g., class readings, a Wikipedia article, or a metal detector; see Chapter 
IV). With these notions of body in mind (and my conceptualization of a stuck moment as 
an assemblage of bodies and discursive/material/affective forces), I attended to bodies 
and the ways in which they entered in relation with others.  
I observed particular spaces such a school placement sites, attending to the sounds 
(e.g., laptops being snapped shut at the end of a class, chairs being dragged across a floor, 
student voices), smells (e.g., sweat still lingering on human bodies), things (e.g., bulletin 
boards with student work, empty bookshelves, graffiti on writing desks), and the 
“atmospheres” (e.g., sluggish, frenetic with rapid movements, or buzzing with energy; 
Anderson, 2009). I tuned (Stewart, 2007) to matter, noting how “things” (Bennett, 2010) 
such as a stuck moment entry can act as an “affective conductor” (Puar, 2011) where, 
“like the routing of electricity” (Cole, 2012, p. 52), it can animate bodies or take on 
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“renewed intensities” (Dernikos, 2015, p. 136). And finally, I used multisensory 
observations to attend to the relationality and reciprocity of bodies in particular spaces; 
how bodies, for example, occupied and/or moved across the wunderkammer galleries (see 
Chapters V, VI, VII), the ways certain school spaces literally pressed and surveilled 
particular students and student teachers (see Chapter IV), and/or how events, which 
unfolded in one particular space (i.e., a “riot” among high school students at a particular 
school) moved across physical boundaries to animate a group of student teachers around 
a dinner table (see Chapter IV), and how affects traverse and travel. Given the vitality and 
entanglements of matter, bodies, affects, and spaces—where in lieu of “pure stillness,” 
everything “vibrates” (Bennett, 2010)—I relied heavily on photographs and audio 
recordings to support my observations. This was with the recognition that while 
photographs and audio recordings are never a reflection of some objective reality 
(Luttrell, 2010), they can act as “conduits” to “the originary, physical event” (Marks, 
2002, p. xi). 
Conversations 
 To complement my multisensory observations, I facilitated group and individual 
conversations with student teachers. While these conversations shared similar 
characteristics to traditional (qualitative) interviews in terms of purpose (i.e., making 
better sense of my overall noticings; Maxwell, 2012), I intentionally used the word 
conversation over interview for several reasons. First, I wanted to distance myself from 
the latter’s entanglement with rationalist and logocentric underpinnings, where the 
authority of voice reigns supreme and where the idea that “people say what they mean 
and mean what they say” is unproblematic. Second, I hoped to trouble the idea that there 
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is some stable “reality” or “meaning” that can be represented through an interview 
(Scheurich, 1997, p. 73). Unlike conventional anthropological interview methods where 
meaning is culled by the researcher from the researched (either through the interview 
itself or the transcript produced afterwards), I adopt the view that conversations are 
entangled “relational productions,” where there is no separate, individual person, to 
which a single voice can be linked (Mazzei, 2013), but are “ripe with multiple meanings” 
(Dernikos, 2015, p. 96). 
 Group conversations. Respecting the hectic and busy lives of the student 
teachers, many of whom juggled student teaching, intensive coursework, and/or long 
commutes, I facilitated two group conversations with the participants during Wave II of 
the research study. Conversations with participants were used to deepen, complicate, or 
challenge my emergent understandings around stuck moments. In alignment with my 
theoretical framework of affect—where affects are dynamic, unpredictable, and 
sometimes fleeting—conversations were loosely structured for remarks, feelings, 
gestures, questions, and silence to percolate, ooze, or flow, without the imposition or 
limitation that a set format or interview protocol might bring. While I usually posed the 
first question as a “talking invitation” to elicit a kind of “free association” (e.g., “As you 
engaged with the stuck moments, what came up for you?”; Hollway & Jefferson, 2000, p. 
33), the conversations often took on a life of their own, with semantic and nonverbal 
shifts in content, speed, tone, cadence, and volume, as well as (literal) silences and 
eruptions (e.g., of different kinds of laughter, mmm, hmm; Airton, 2014). Whenever 
possible, I noted the “affective atmosphere(s)” (e.g., anxious, calm, or buzzing with 
excitement; Anderson, 2009), the movement and relations among and between bodies 
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(e.g., the clutching of a particular text, a student teacher’s body leaning in or shifting 
away during particular points in the conversation), sounds (e.g., school bell, voices of 
high schoolers), as well as buzz words or catchphrases that were often used when 
speaking of stuckness (“unsure,” “confused,” “I feel stuck,” “I don’t know what to do”).9 
After each conversation, I usually spent around 1 hour expanding upon my notes in my 
researcher notebook.  
Individual conversations. Individual conversations with student teachers also 
became a part of the data assemblage and usually took place after my observations of the 
participants teaching a 45- to 60-minute lesson. Conversations were used to collectively 
explore the animated intensities that surged throughout the research process and 
collectively think about what those intensities were doing to bodies (e.g., the student 
teacher’s body, students’ bodies, the curricula, school hallways). Individual conversations 
also allowed me to map out how student teachers used talk to discursively and affectively 
position themselves in regard to stuckness and different spaces (see Chapter IV; St. 
Pierre, 1995).  
With the consent of the student teachers, all individual and group conversations 
were audio-recorded and transcribed. Throughout the analysis process, I listened to the 
recordings multiple times and paid close attention not just to the human speech/content, 
but also to the sounds that suddenly erupted (e.g., a fire alarm being set off in the middle 
of a lesson) or noise(s) that lingered in the background (e.g., the sound of a paper ball 
being crushed over and over again in someone’s fist) and the ways in which they 
participated in student teachers’ stuckness.  
                                                
9 I did not solely privilege the human voice; it was merely one aspect of the conversation to which 
I was attuned. 
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Field Notes and Jottings 
Throughout my study, I recorded field notes of my observations and conversations 
in my researcher notebook (Bogdan & Biklen, 2007; Ortlipp, 2008). Although my field 
notes were initially handwritten, I typed them up electronically following each 
observation or conversation, often expanding on them with a slew of what L. Richardson 
(2005) calls theoretical notes (e.g., “hunches, hypotheses . . . connections, critiques”), 
methodological notes (e.g., reflective notes on what to keep in mind for the upcoming 
collection or analysis cycle), and personal notes (i.e., “uncensored feeling statements 
about the research . . . my doubts, my anxieties, my pleasures,” p. 941). To complement 
my field notes, I engaged in weekly “jottings,” or free-writes, in an effort to record my 
inchoate ruminations, questions, puzzlements, hunches, and emerging ideas. Since a chief 
aim of this research endeavor was to unsettle the representational logic that hinges on 
assigning meaning or capturing reality, the goal of these jottings was to intentionally 
trouble any singular interpretations of student teachers’ stuck moments. Intent on 
considering different possibilities (McCoy, 2010), I often relied on the unstructured and 
unformatted nature of this writing as a way to help me “find something out . . . to learn 
something that I did not know before I wrote it” (L. Richardson, 2005, pp. 924-929). In 
fact, it was through a series of weekly jottings, where I would push myself to handwrite 
at least three consecutive pages,10 that I began to consider how desire and discourses of 
learning (Biesta, 2005, 2006, 2011, 2012) might also be working with(in) stuckness. 
                                                
10 This was inspired by Cameron’s (1995) book, The Artist’s Way, which encourages a practice 
she calls Morning Pages. Morning Pages are three pages of longhand, stream of consciousness writing, 
ideally done first thing in the morning. 
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Although my field notes and jottings acted as additional data collection and 
interpretation tools, they, too, were necessarily partial, incomplete, and shaped by the 
ever-moving research assemblage. Like every other piece of collected data, my field 
notes and jottings were “alive, active, and interactive” (Dernikos, 2015, p. 116) and 
offered opportunities for me to reengage with them at multiple points throughout the 
research process, taking me someplace new and unexpected each time (Dernikos, 2015).  
Wunderkammern (Wonder Cabinets) of Stuck Moments 
To further explore student teachers’ stuck moments, I invited the participants in 
the co-construction of an online wunderkammer, or wonder cabinet, of stuck moments. 
Inspired by Maggie MacLure’s (2013) scholarship, the wunderkammer was a data 
collection tool used during the second wave of the study. To describe how a wonder 
cabinet was used to collect data, a few historical and contextual descriptions are 
necessary. Wunderkammern, or wonder cabinets, as MacLure (2013) describes them, 
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originated in 16th- and 17th-century Europe11 (see Figure 3). Ranging in size from a 
small cupboard to entire rooms, wunderkammern were spaces where the eclectic 
collections of rich priests, scholars, princes, or merchants could be displayed and 
(be)held. According to MacLure (2013): 
   Crammed with fruits of exploration, imperialism, technological advancement, 
scholarship, medicine and mercantile adventures at the edges of the known world, 
the cabinets held natural history specimens, optical instruments, mechanical toys, 
artworks, precious gems, maps, fragments of sculpture, strange objects, the 
stuffed carcasses of exotic animals and anatomical anomalies. (p. 181)  
 
As a “synaesthetic [sic] hodgepodge of mingling smells, textures, and colours 
[sic]” (Maclure, 2013, p. 177)—where unpredictable, unanticipated, and eclectic 
associations come together in “unholy mixture” (Lecerle 2002, p. 53)—the concept of the 
wunderkammer bears witness to collection as a form of inquiry and invokes 
experimentation and receptivity to “bodies of knowledge whose contours are constantly 
shifting and expanding” (MacLure, 2013, p. 180). Operating from a logic of 
                                                
11 I situate my work among the early “chambers of wonder”, or Kunst-und Wunderkammern of 
early 16th century Europe. Emerging at time when Europe was still caught in the push and pulls of divine 
law and the allure of foreign tales and unfamiliar objects brought back from the world’s newly 
“discovered” territories, the chief objective of these pre-Enlightenment chambers was to show off “the 
richness and diversity of this ‘new’ universe” (Dettmers, 2008, p. 49). These early wunderkammern—
emerging at a time when wonder was considered a form of learning—cared less about order and 
categorization and more about how difference was something worthy of awe and amazement (Dettmers, 
2008). These early cabinets are unlike the wunderkammern that became popular during (and after) the 
Enlightenment, when knowledge started to become increasingly tied to reason and proof and where wonder 
was often downgraded to the “the hallmark of the ignorant and the barbarous” (Hume, as cited in Dettmers, 
2008, p. 4). In these later incarnations, order and classification began to replace the earlier hodgepodge 
arrangements—with boxes, shelves, and drawers (often hidden or secret) becoming popular—and displays 
being meticulously organized and labelled, often using the elaborate Linnaeus system. Eventually (and 
tragically), these cabinets turned into the more elaborate and excessive Curiosity Cabinets or Cabinet of 
Curiosities, where difference was either exorcised or fetishized. According to Dettmers (2008), “It is a 
well-known fact that the owners of [these later] collections often employed dwarfs [sic] as guides, their 
exceptional stature creating an additional ‘live’ curiosity factor” (p. 42). Since these later/latter cabinets are 
the ones most typically remembered, I want to make clear that the wunderkammern assembled here hold on 
to the ontological and epistemological assumptions of its earlier generations, where wonder (over certainty) 
was cultivated, and questions (over answers) were embraced. After all, the overarching purpose of this 
study is not to secure some final analysis of stuckness, but rather to complexify (Strom, 2014) it and open it 
up to further exploration. 
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assemblage—“a logic of AND [emphasis in original] rather than INSTEAD OF 
[emphasis in original]” (Lecerle, 2002, p. 60), because they have the capacity to hold 
dissimilar and jarring collections of shifting, heterogeneous bodies (MacLure, Holmes, 
MacRae, & Jones, 2010), I argue that the online wunderkammer nudged both the 
participants and me toward more capacious understandings (and representations) of 
stuckness.  
 
Figure 3. Wonder cabinet. 
To create the wunderkammer, or wonder cabinets of stuckness, participants were 
asked to record their stuck moments on an individual Google Doc. Stuck moment entries 
could take any form: a written narrative, bulleted notes, a voice recording, drawing, 
Facebook® post, an Instagram® photo, or any combination thereof. Initially, and in my 
recruitment presentation, I mentioned to interested participants that the online blog 
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platform, tumblr®, would be used. However, during an informal and impromptu gathering 
with the research participants at the end of a SJ&D class in December 2015, Kaiden 
(participant) proposed using Google Docs instead. According to the Kaiden, Google Docs 
would be “easier to use” since all the participants had access to the platform via their 
institution and had the added benefit of not “having to remember another password” or 
receive “more spam mail.” Since the other participants eagerly agreed with Kaiden, I 
made the immediate decision to switch over to Google Docs.12 Interestingly, however, 
despite the switch to Google Docs as our data collection platform, the language around 
blogs (e.g., “I ‘posted’ [my stuck moment] to the ‘blog’”; “I need to write one more ‘blog 
entry,’” “I loved our first ‘blog gallery,’”) stuck among student teachers.  
In January 2016, I created an individual Google Doc that I shared with each 
participant (see Appendix A for example). Each Google Doc offered a brief description of 
what the platform was intended to be (e.g., “an ongoing construction of a cabinet of 
curiosities or wunderkammer of stuck moments”) and provided posting instructions for 
participants (e.g., “to add you own stuck moment, simply scroll down, INSERT a 
horizontal line, write the date, and insert/link/draw/write about your stuck moment”). 
Once a Google Doc was shared with individual participants, they were invited to post 
about their stuck moments at any time. In an effort to avoid categorizing stuckness, but 
also prevent it from falling into the banal (e.g., “I’m stuck thinking about when I should 
pass back these papers to my students”), the Google Docs provided some helpful frames. 
Each Google Doc provided a brief, yet open-ended, description: “moments, however 
                                                
12 In retrospect, my immediate decision to appease student teachers’ wishes and switch over to 
Google Docs could have benefited from further thought. After all, as Ringrose and Mendes (2017) have 
demonstrated, different platforms enable and cultivate very different affectivities. As such, my switch from 
Tumblr® to Google Docs was not as simple or inconsequential as it might seem. 
	 
67 
fleeting, that affect, puzzle, confuse, or move you in some way, and are typically 
accompanied by a strong sensation, feeling, or emotion” and/or “moments of instability 
or incoherence (either inside or outside the classroom) where you do not know what to 
do.” To cultivate the organic, ever-expanding nature of the Google Doc platform, there 
was no limit as to how many entries a student teacher could include, although I did 
encourage participants to post at least four times throughout the spring 2016 semester, 
two times before each of our wunderkammer galleries/gatherings (more on this later) to 
make sure student teachers would have material with which to engage. In total, I 
collected 27 stuck moments (approximately three to four per participant) during the 
spring of 2016. Thirteen entries were collected before the first wunderkammer gallery, 
with the remaining 14 entries collected before the second gallery. While most of the 
entries were written in narrative form, about one quarter of them incorporated additional 
artifacts, such as video stills from popular movies, clip art, personal drawings or doodles, 
or images downloaded from the Internet. These, too, became part of the data assemblage. 
Furthermore, like an ever-changing assemblage that moves, shifts, decomposes, 
and reassembles, the iterative nature of the Google Doc was just as important as the 
content itself. In other words, what was posted became just as important as the 
interactions, relations, and movements of the entries. Which entries, for example, were 
uploaded and then deleted? In what ways were the posts arranged and then rearranged? In 
some cases, for example, participants posted their stuck moments as they happened, 
creating a sequential and chronological sequence, whereas in others, the posts were 
arranged in order of significance, with the most “painful ones first” (Kaiden, informal 
conversation, 3/11/2016). Additionally, each participant had the option of sharing their 
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Google Doc with other research participants, although none chose to do so. Since I 
considered the possible movements and shifts within the platform itself as a potential 
punctum (Barthes, 1981), I checked each participant’s Google Doc weekly and looked 
into each document’s history to attend to this dynamism.  
Wunderkammer galleries. In addition to the Google Docs, I curated two 
Wunderkammer galleries, or “materialized” wonder cabinets (MacLure, 2013). The 
purpose of these galleries (frequently referred to as “blog galleries” among the 
participants) was manifold. First, they animated, or brought to life13 the virtual Google 
Docs into an actual physical space so that I could watch/feel/hear/sense the ways in 
which participants related and connected to stuckness, whether that stuckness was their 
own, their peers’, and/or mine.14 To accomplish this, the posts, or stuck moment entries 
from each Google Docs were made available in material form. These materialized entries 
(with names and other identifying markers removed) were then assembled into a 
Wunderkammer gallery to allow the student teachers to “plug in” (Jackson & Mazzei, 
2012) to stuckness. 
During the hour-long galleries, participants were asked to spend time exploring. I 
purposely left this invitation vague. Participants could sit and read entries, walk about the 
space and skim posts, write directly on the documents with their color-coded pens, or 
leave a comment with specifically colored post-its. As the student teachers explored, or 
plugged in to the galleries, galleries that were themselves “assemblages in formation” 
(Jackson & Mazzei, 2012, p. 4), I engaged in multisensory observation. I looked, listened, 
                                                
13 I recognize the anthropomorphic nature of this phrase. 
14 As a reminder to the reader, as part of my participant recruitment presentation, I described my 
own stuck moment experience in Pablo, The Party Van. 
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felt, intuited the bodies, sounds, movements, breaths, and talk among the space. Which 
entries generated the most traffic? Which ones were left alone? How were bodies relating 
to other bodies within the space? In what ways were the entries affecting the participants 
(and vice versa)? During the galleries, I jotted observational notes in my notebook and 
took several photographs of the movements and relations of bodies throughout the 
exploration.  
Following the exploration of the stuck moment entries, I engaged participants in a 
group conversation. While I intended for the conversation to be guided by my 
observational hunches and/or a preliminary set of “talking invitations” (see Appendix B), 
the unexpected tipping over of a wine glass, accompanied by a student teacher’s 
explosive reaction (see Chapter IV), sparked an hour of animated talk that rendered my 
initial collection tools unnecessary. The conversation, as a moving assemblage that 
waxed and waned as participants compared their placements to each other’s (as well as to 
their previous placements), helped me to consider the ways in which the materiality of 
particular spaces was assembled in student teachers’ stuckness (see Chapter IV). The 
gallery explorations and subsequent group conversations were audio-recorded and 
transcribed. 
In the spirit of experimentation (Deleuze & Guattari, 1987), the second 
wunderkammer gallery differed in form, content, and space. Whereas I curated the first 
wonder cabinet gallery—determining, for example, the location, space, and arrangement 
of the cabinets—the second gallery was curated by the participants themselves. Their 
assembling was another opportunity to intently observe the ways in which bodies and 
discursive, affective, and material forces were contributing to the production of 
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stuckness. Like the first wunderkammer, I made careful note of which posts (in their 
material form) called student teachers’ attention and which ones were largely ignored. 
Additionally, I paid close attention to the ways in which the student teachers arranged the 
gallery, or perhaps more accurately, how stuckness worked to arrange both the 
wunderkammer and the participants themselves (see Chapter VII). After finishing the 
assembly of their wunderkammer of stuck moments, the participants and I engaged in an 
open-ended conversation around stuckness, teaching for social justice, and debriefing on 
the research process itself.  
Management of Collected Data 
All collected research materials (e.g., field notes, audio recordings, photographs, 
transcripts, research jottings) were stored using an online, password-protected, software 
application. Hard copy materials were kept in a locked file cabinet drawer in my home, 
but were also photographed and uploaded to an online software application as backup. To 
protect the confidentiality of the teacher education program, course professor, student 
teachers, field placement sites, cooperating teachers, and students, pseudonyms were 
always used. I was the only person with access to both the online and hard copy 
materials.  
Data Analysis and Interpretation 
The interpretation of data was iterative and ongoing throughout the entire research 
process. I use the phrase “data interpretation” to highlight how any analytic process is 
always—invariably and necessarily—an interpretation. Heeding Brian Massumi’s (2003) 
plea, my analytic process was guided more by a spirit of experimentation than 
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representation. As such, my concern did not center on what the collected data meant or 
was meaning—an obsession that stems from a logic of representation and its insatiable 
need to “know” or “capture” reality—but rather what the data was doing and how it was 
working. Specific to this study, the aim of my analysis revolved around how stuck 
moments worked: How, or in what ways, were particular bodies, spaces, discourses, 
matter, and affects assembled during a stuck moment, and what were these stuck 
moments (i.e., assemblages) doing, particularly to student teachers? To achieve this goal, 
I turned to Deleuze and Guattari’s (1987) concept of the rhizome and once again to 
Maggie MacLure’s (2013) wunderkammer. Explained in more detail below, I used the 
rhizome and wonder cabinets as analytic and representational tools to help me read and 
map my data. 
Rhizome 
Botanically, a rhizome is a tuber, “a root that consists of a network of connections 
that grows unpredictably in all directions, constantly evolving” (Strom, 2014, p. 41; see 
Figure 4). Inspired by this “mass of roots,” Deleuze and Guattari (1987) argued that the 
rhizome’s figuration and underlying principles15 can unsettle the tree-like logic of 
representation that underpins Western thought and can encourage us to think differently. 
As an analytic tool, the concept of the rhizome is particularly useful because it focuses on 
                                                
15 According to Deleuze and Guattari (1987), rhizomes operate on particular principles or 
characteristics. They include connection and heterogeneity: each point on a rhizome is connected to another 
(although not necessarily the same one); multiplicities: rhizomes are comprised of networks of lines that 
extend in all directions and therefore form “multiplicities”; assignifying ruptures: rhizome can break or 
“rupture” at any point, but new lines will always be generated; and principles of cartography: due to the 
temporal and constantly evolving nature of the root structure, rhizomes require an equally open 
representation. As such, they require “maps” over “tracings” (Strom, 2013). 
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complexities and prioritizes connections over separations, fluidity over fixity, and 
heterogeneity over sameness (Strom & Martin, 2013).  
I used the figuration of the rhizome for two reasons. First, it problematizes the 
pernicious logic of representation and considers how student teachers’ stuck moments are 
never static or fixed; rather, they are always in the process of becoming, continuously 
shifting and transforming into “something else” (Deleuze & Guattari, 1987). Second, 
since the rhizome operates from a logic of assemblage, or “the logic of AND” (Lecercle, 
2002), the rhizome is always looking for new connections. In this way, rather than simply 
accept stuck moments as the inevitable result of some gap between theory and practice (a 
singular representation), the concept of the rhizome nudged me to imagine, map, and re-
present a “multiplicity of possibilities” (Sellers, 2010, p. 557), including the proposition 
posed by this work: stuck moments as animated by a configuration of bodies (both human 
and nonhuman), and material, discursive, and affective forces. Given these affordances, I 
employed the concept of the rhizome to “plug in” (Jackson & Mazzei, 2012) to my data 
and engage in an analytic, rhizomatic mapping process that entailed assembling a series 
of wunderkammern. 
Rhizomatic Mapping Through Wunderkammern 
As a nascent approach to data analysis,16 rhizomatic mapping—like the 
rhizome—does not follow a standard set of predetermined rules or guidelines (Strom & 
                                                
16 Very few studies in teacher education have used rhizoanalysis (Strom & Martin, 2013). In 
literacy, however, studies using rhizoanalysis have begun to gain momentum: see Albert-Crane and Slack 




Martin, 2013): After all, to do so would go against the linear and singular logic of 
representation that it aims to problematize (Honan & Sellers, 2008). Generally, however, 
 
Figure 4. A rhizome. 
the process usually draws from the aforementioned principles of the rhizome. For this 
particular study, the rhizomatic principles of connections (i.e., seeking connections) and 
cartography (i.e., mapping) were used (Deleuze & Guattari, 1987). 
Drawing from the rhizome’s principle of cartography and connections, together 
with Maggie MacLure’s (2013) notion of the wunderkammer, my analysis process and 
practice consisted of intensive readings and mappings, or stagings, of the data. Inspired 
by Deleuze and Guattari’s (1987) notion of maps—where a map “is open and 
connectable…detachable, reversible, susceptible to constant modification” and “can be 
torn, reversed, adapted to any kind of mounting” (p. 12)—the building of four 
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wunderkammern allowed me to rhizomatically map out my data so that I could explore 
and experiment with stuckness in numerous ways.  
As a rhizomatic map, a wonder cabinet is tremendously useful. It holds 
contradictions and tensions together without trying to resolve them; it allows a researcher 
to look at a piece of data in its own right—as matter that matters—without having to 
compare it with another piece to make it “glow” (MacLure, 2013); and it also avoids the 
seduction that data can speak for itself. Interested in the “excess,” the “mad element” 
(Deleuze, 2004, p. 4) and nonhierarchal connections, the assembly or creation of a 
wunderkammer honors the relationality and potentiality of one’s data.  
Creation of Wunderkammern 
To create each rhizomatic map, or wunderkammer, I engaged in numerous “close” 
(Riessman, 2008) and “intensive”17 (Deleuze, 1995) readings of my data. Since I 
conceptualize data as a fluid and constantly evolving assemblage, it is important to note 
that each reading—like the rhizome—was never the same. During each 
interaction/reading, I dwelled, skimmed, tracked, or languorously lingered over my data, 
focusing my attention on different aspects each time (MacLure, 2013): I attended, for 
example, to “the flighty . . . grasping sometimes miniscule comments, moments, and 
asides that have impact and traction” (Cole, 2013, p. 235); tuned (Stewart, 2007) to 
particular objects, words, sounds, or images; and—inspired by my own Pablo, the Party 
Van scenario—paid close attention to the ineffable: moments in the data that defied 
                                                
17 According to Deleuze (1990/1995), there are two ways of reading a book. He advocates for an 
“intensive” reading, describing it as such: “This intensive way of reading, in contact with what’s outside the 
book, as a flow meeting other flows, one machine among others, as a series of experiments for each reader 
in the midst of events that have nothing to do with books, as tearing the book into pieces, getting it to 
interact with other things, absolutely anything . . . is reading with love. That’s exactly how you read the 
book” (pp. 7-9). 
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simple explanation, but nonetheless seemed significant because they “set off a frisson of 
feelings, remembrances, thoughts” (Probyn, 2004, p. 29). The intent behind each of my 
readings and concurrent wunderkammer mapping was to keep meanings on the move 
(Jackson & Mazzei, 2012), to think about how the constantly shifting assemblage of data 
worked (including how the data affected me) and to manifest “provocations” (MacLure et 
al., 2010) so that I might stay open to unthought interpretations or possibilities (even if 
those possibilities fell outside my own proposition; stuck moments as an assemblage of 
dynamic forces and bodies).  
Each of the four cabinets, or maps, loosely corresponded to a specific wave of the 
research process. The reasons for this were both practical and theoretical. Although I 
continuously analyzed my data throughout the entire collection process—making note of 
my questions, hunches, and noticings through weekly jottings—a much more concerted 
analysis began after the conclusion of the research study, in the summer of 2016. When 
this formal interpretation process began, I quickly encountered a practical problem: I had 
too much data.18 As such, I decided to make “agential cuts” (Barad, 2007) along smaller 
(i.e., shorter) waves of the research process. The first wunderkammer, or rhizomatic map 
(i.e., Wunderkammer I), was assembled using the data collected from Wave I (e.g., 
observations from the SJ&D course) up until the end of the first wunderkammer gallery 
held on February 25, 2016. The second rhizomatic map, or Wunderkammer II, was 
curated using data from Wave II of the research process, and concentrated primarily on 
any data collected after the first gallery up until the conclusion of the second 
                                                
18 With six participants, each with approximately three to four stuck moments over the course of 
the semester, I collected approximately 13 stuck moments before the first wunderkammer gallery alone and 
14 before the second gallery, for a total of 27 stuck moments. 
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wunderkammer gallery on April 21. Recognizing that affects’ effects would still be sense-
able (and therefore analyzable), these cuts, coinciding with the shorter waves of the data 
collection process, made (initial) data analysis more manageable. However, the third and 
fourth wonder cabinets pulled from the entire compendium of collected research and 
aimed to make connections across the first two wunderkammern as well. Like the 
research waves (e.g., Wave I and Wave II), each of the curated maps/cabinets worked like 
the oceanic variety, undulating and folding into each other, making clear borders or 
boundaries impossible. There are unavoidable seepages and leakages between and among 
them, with pieces of data sometimes appearing throughout multiple cabinets. 
Additionally, since the assembly of the first wunderkammer (see Figure 5) 
encouraged me to think about how the materiality of a particular space (e.g., school site) 
played a significant role in shaping stuckness (see Chapter IV), I purposely decided to 
rhizomatically map, or stage, the remaining wunderkammern in a different physical 
setting as a way to honor this noticing and also to make the familiar strange (Erickson, 
1986; Stewart, 2007). After all, having spent months continuously reading through the 
data and listening to audio files on repeat, I started to fall into the dangerous trap of 
thinking I knew what the data had to offer, sometimes even forgetting my own 
declarations around data: data as a moving “actant” (Bennett, 2010). My hope was that by 
assembling each of the wunderkammer in a different location, I could stir up fertile 
“disconcertion” (Taussig, 1993) and destabilize any self-assured certainty. Furthermore, 
because I sensed that each mapping would require a considerable amount of time and 
space, I chose settings that were easily accessible and available, yet would not elicit so 
much traffic that its usual inhabitants would be disturbed. In the end, I used my living 
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room couch (when my partner was away), my university office during the weekend, the 
concrete floor of a school’s entrance on a national holiday, and because it related to my 
own stuck moment, an empty parking lot.  
 As I assembled, or mapped, each wunderkammer, I read each data piece carefully, 
sometimes pausing to jot down newly percolating ideas in my researcher notebook, or 
highlighting sections of my data that, for some reason or other, set my arm hairs on end. 
During the mapping process, I often found myself sitting in a crouched position, 
surrounded by data on all sides, carefully tiptoeing around, but most often, crumpling my 
collected artifacts with my toes. Quite quickly, the data began to overrun the boundaries 
of each allocated space, and even more worrisome, spilling outside of the camera’s 
viewfinder. This was not un-important. After all, since the cabinets had a limited “shelf 
life”—my office partner would want her bookshelf come Monday, the cars would require 
a place to park, and my partner would need the couch for his siestas—I knew I would 
need to revisit the photographs over and over again throughout the analysis process. 
And so, I began the tedious work of sifting and sorting the data. Like Deleuze 
(2003), who states that the job of the artist is to strip the canvas of its “givens,” I started 
to “strip away” swaths of the comfortable, predictable data that often enchanted me with 
its order, stability, and clarity. Sometimes, I would eliminate data pieces, only to put them 
back in, and other times, inspired by Deleuze and Guattari’s (1987) notion of the “fold” 
and SenseLab’s (n.d.) method of folding, I began to fold pieces of data into each other to 
create more space (see Figure 6). When the heft of the data’s folds would cause the piece 
to literally tip or fall over, I used blue painter’s tape to temporarily affix the 




Figure 5. Mapping Wunderkammer I. 
   
 





Figure 7. Using blue painter’s tape to affix data pieces in wonder cabinet. 
 
Then, I proceeded to layer datum upon datum, playing with different forms and 
arrangements: layering and folding, taping and untaping. This experimentation was 
intentional: I yearned to viscerally disorient myself from what Deleuze and Guattari 
(1987) call “interpretosis” (p. 114), a search for uniform meaning. Culling advice from 
SenseLab’s (n.d.) experimental techniques, I “hung out” with the data, “walked” 
around/in/through the materials, “traced” it with my fingers, and I even “meditated” 
among the artifacts, quietly following the thoughts that came in and out of my mind. 
Whenever possible, I improvised with lighting, experimenting with darkness and 
lightness (see Figures 8 and 9) to sense how the data might be transfigured: Did it glow 
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(MacLure, 2013) differently? Did some artifacts resonate,19 or glow more brightly than 
others? 
 
Figure 8. Improvising with lighting. Data in darkness. 
 
Figure 9. Improvising with lighting. Data in lightness. 
 
 I played with duration, trying to feel how the data changed at different points 
(e.g., at night, first thing in the morning, after 5 hours) and with “peeking,” peeping in 
and out of a setting, making new arrangements, and then popping back in/out, 
                                                
19 British artist, curator, and teacher, Richard Wentworth, describes resonance as the space 
between objects, “the way certain things seem to chime” (as cited in Dettmers, 2008, p. 46).  
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wondering/looking/sensing for new ideas. This haptic method of touching, folding, 
layering, taping, and maneuvering mattered. It was a literal close reading of my data that 
incited thoughts, feelings, and sensations that I could have never anticipated, including 
one of the key findings of this study: the affect of loneliness. While loneliness was one of 
the affects that I argue is deeply entangled in student teachers’ stuckness (see Chapter 
VII), I cannot discard the possibility that perhaps loneliness “inter/intra-acted” (Barad, 
2007) with me during the mapping process, nudging me to notice its glow (MacLure, 
2013).  
 Across the various iterations of each mapping, or staging, I intentionally tried not 
to categorize or code the data. However, I am not quite sure I was ever able to escape this 
tendency as I often found myself scribbling words (e.g., tension, worry) or questions 
(e.g., “why are STs comparing [school sites]?”; “what’s ‘acting’ here?”) onto sticky notes 
and then attaching these to particular artifacts. When I found myself lured by this 
humanist impulse, I purposely re/dis-assembled my arrangements, sometimes 
dis/organizing the data according to the source (e.g., data connected primarily to Beth, for 
example; see Figure 10), or kind (e.g., un/grouping together transcripts, or stuck moment 
entries, photographs from site visits; see Figure 11). In addition, my mapping did not just 
include what I saw in the data, but also involved imagining “what might be” (Ringrose & 
Coleman, 2013). And, of course, as the curator of these cabinets, my own biases and 










Figure 11. Dis/organizing data according to kind (e.g., un/grouping together transcripts, 




 (Re)presentational Limitations  
 Collectively, the wunderkammern map the ever-mobile territories of stuckness. 
They attempt to evoke the forces that shape stuckness, all without trying to harness or 
sediment some underlying essence or blueprint. And yet the phrase mobile territories or 
the word maps might seem inappropriate considering that each wunderkammer is re-
presented by one singular photograph shown at the “entry” (i.e., beginning) of each 
chapter (see Chapter IV, Chapter V, Chapter VI, and Chapter VII). As I already 
mentioned, the creation of each wunderkammer took several stagings, or iterations, 
lasting anywhere from 1 to 7 hours.20 Photographs and time lapse videos were used to 
trace the movements, or shifting relations, of the objects during the assembly process. 
However, in the end, the use of one photograph21 made static the dynamism of their 
creation. And while I recognize that any image is always partial and incomplete, in her 
research on sensuous methodologies, Laura Marks (2002) argues that a photograph can 
act as a “connective tissue” (p. xi) between past and present. I, too, stand by Marks’ 
(2002) assertion. These wunderkammern are an experiment in deterritorializing, or 
unsettling, existing boundaries of data, what it means to “do research,” and 
                                                
20 When I decided to “end” each of the four stagings, or mappings, was hard to determine. After 
all, for Deleuze and Guattari (1987), there are no beginnings or endings, only middles. On one occasion, it 
was my utter physical exhaustion precipitated by a 7-hour staging process that brought the mapping to a 
close. On another, it was for pragmatic reasons: after 80 minutes in the parking lot, the quickly setting sun 
and ensuing darkness made it impossible to continue. For the remaining two cabinets, I stopped once I felt 
that the data, and its accompanying arrangements, were no longer posing confounding questions. 
21 The photographs chosen to represent the four wonder cabinets were selected, in part, for their 
clarity, scope, and affectivity, (i.e., Would the viewer/visitor be able to see the entirety of the 
wunderkammer as well as catch glimpses of the individual objects/content?; Does the photograph show the 
cabinet’s capacious range (i.e., connections and resonances)?; Does the photograph have the capacity to 
affect its viewers (and vice versa)? 
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representation, all with the awareness that this (textual) experimentation (or any other) 
will never be the silver bullet that slays the dragon of misrepresentation (Foley, 2002). 
  A second representational limitation is that each wunderkammer is accompanied 
by an inventory (see Tables 2, 3, 4, and 5) that catalogues only a portion of the cabinets’ 
assembled artifacts (approximately 5-10 items). As you will notice, these artifacts are 
pieces of data and were selected because they helped to both intensify connections 
(Rajchman, 2000) as well as “diffract” (Taguchi, 2012), or disturb, notions of stuckness. 
The chosen objects include the wieldy data and the mundane and the boring and the 
seemingly inconsequential and the “hotspots” (MacLure, 2013), as evidenced by the 
physical markings or manipulations they bore, the traffic they elicited, or the punctums 
(Barthes, 1981) they provoked. Specifically, they include excerpts from informal 
conversations with student teachers, student teachers’ stuck moment entries, transcribed 
segments from gallery conversations, a cluster of photographs from a school site visit, 
slivers of my field notes, or an artifact created by either myself or the participants. Some 
of these created artifacts include a poem pieced together from participant transcriptions, a 
researcher doodle/graphic, and/or literature excerpts that range from Rankine’s (2004) 
poetry collection, Don’t Let Me Be Lonely, Jamison’s (2014) essays, The Empathy Exams, 
to Laing’s (2016) The Lonely City (a memoir). These external materials coincided with 
life alongside the research process and because they shaped the ways in which I read 
student teachers’ stuckness, they also make appearances in the wonder cabinets. While 
the specific items serve as departure points (and connections) for analysis, I do not 
propose that they portray some whole, or coherent, story. Instead, I want to emphasize 
that the objects (both alone and together) pulsate with ambiguity, contradiction, and 
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complexity, but also harness the “vitality” (Bennett, 2009) for remembering the (always 
partial) thoughts, feelings, and intensities that surged during student teachers’ stuck 
moments and the research process itself.  
Role of Researcher 
There were several roles that I, as part of the research assemblage, undertook. 
First, because the theory-practice gap in teacher education has become such a 
commonsensical problem, troubling this “given” required experimentation and creativity 
(Cvetkovich, 2012; Deleuze & Guattari, 1987). Since experimentation and creativity are 
“different ways [of] being able to move: to solve problems, have ideas…make things” 
(Cvetkovich, 2012, p. 21), a chief part of my role involved continuously harnessing both. 
Second, since a researcher’s body is always entangled within the assemblage they 
wish to research, it is crucial to not only examine oneself (as a researcher), but also the 
relations and entanglements among the different elements of the research-assemblage 
(Blaise, 2013; St. Pierre, 1997). In traditional qualitative research, this process is 
typically referred to as engaging in practices of reflexivity, whereby through the 
recognition and acknowledgement of one’s subjectivity, the collected data and analysis 
can achieve greater transparency and trustworthiness (Marshall & Rossman, 2011; 
Maxwell, 2012). Liter (1994), however, calls this kind of reflexivity a form of 
“confession” or “absolution” that is rooted in Enlightenment ideals of “truth and 
understanding” where it is possible to “transcend” or “free oneself” (p. 63). For Pillow 
(2003), this notion is “predicated on a knowable subject” and equates “‘the knowing 
researcher’ as somehow having ‘better,’ more ‘valid’ data” (p. 177). Sharing Liter (1994) 
and Pillow’s (2003) concerns, I practiced what Pillow (2003) calls uncomfortable 
	 
86 
reflexivity, a process that entailed: (a) monitoring my own reflexive practices and 
interpretations, (b) concurrently critiquing the humanist underpinnings of these practices, 
and (c) “uncomfortably” admitting my inherent inescapability from humanism. As St. 
Pierre (2009) makes clear, “we are always bound by the language and the ‘I’ of 
humanism” (p. 229).  
Third, in an effort to follow stuck moments to see where they might go and what 
they might do, I committed to remaining open, alert, and patient throughout the entire 
research process. As much as possible, I resisted the desire to tidy things up—as tempting 
as it was—or to achieve some sort of “magical closure” (Stewart, 2007). I continuously 
made the “ethical refusal to take the easy exit to quick judgment, free-floating empathy, 
or illusions of data speaking for itself” (MacLure, 2013, p. 164). But above all, I 
embraced May’s (2005) request at the close of the previous chapter: the recognition that 
there is always more. 
Ethics 
The affective turn’s epistemological and ontological commitments trouble 
positivist and postpositivist notions of reliability, validity, generalizability, 
trustworthiness, and credibility (Lather, 1993). Nonetheless, this does not mean that I 
adopted an “anything goes” approach. Instead, I tuned to a language and practice of 
ethics. Specifically, I followed an “immanent form of ethics,” a Deleuzian approach that 
rejects the idea that there are a priori rules and judgments that one must follow and 
instead focuses on making such evaluations as things emerge (Coleman & Ringrose, 
2013). In other words, ethical practices were always being invented or created throughout 
this research process (Raffoul, 2008). As I assembled the wunderkammern, or rhizomatic 
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maps, for example, I made certain agential cuts (Barad, 2007) or decisions that inevitably 
shaped the research itself, what got told, and the knowledge it produced (Dernikos, 
2015). However, I want to suggest that the impossibility and indecision that I encountered 
when creating this experimental research design—and the ethical practices that I 
necessarily invented as I went along—actually invoked “conditions of ethical 
responsibility” (Koro-Ljungberg, 2010, p. 609). 
At times, and perhaps because this responsibility felt too overwhelming and 
overpowering, I counted on a kind of member checking or peer debriefing (Shenton, 
2004). I relied closely, for instance, on committee members, my writing partner, 
academic peers, and other theorists to help me interrogate not just my nascent 
understandings of stuckness, but also my roles and responsibilities within the overall 
research assemblage. Their suggestions, feedback, and responses undoubtedly influenced 
this work, which is why other voices are necessarily entangled with mine (Dernikos, 
2015; Lather, 1993).  
Researcher Positionality 
As a fledgling teacher educator in an SJTE program, I approached this research 
endeavor with particular views on how teaching for social justice works and/or should 
work. Broadly, my perspective can be described as aporetic, where aporia (Derrida, 
2000) is a condition of ethical obligation where no completion or satisfaction is possible, 
yet the obligation still remains (Airton, 2014). In other words, I imagine social justice and 
SJTE as a horizon—a destination one strives for but never actually reaches (Agamben, 
1993). These views are based on an amalgamation of personal and professional 
experiences: growing up in a country that (rhetorically) champions notions of social 
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justice while committing horrific wrongs at every turn, my own teacher preparation in an 
undergraduate program in the United States where equity was a domain frequently left to 
the law or business school, to my current work in an SJTE program where teaching for 
social justice is a mission that has become an unquestionable necessity.  
And yet, despite my intellectual skepticism regarding SJTE, on a visceral, 
affective level, I am still drawn to SJTE’s promises and the role I might play within such 
vision: to educate a cadre of socially-minded teachers who go on to teach and work for a 
more socially just world. But, as Lauren Berlant’s (2011) work makes clear, my own 
attachment to this idea is likely “cruel” in nature. After all, in this neoliberal and capitalist 
era, where precarity, “crisis, uncertainty, and change have become the organizing 
statements of our lives” (Berlant, 2011, p. 201), why am I (and the student teachers of 
this study) drawn to such programs? This question—and tension—lurks throughout.  
Entering the Wunderkammern 
My goal is that the upcoming “Wunderkammern of Stuckness” evoke (rather than 
explain) the entangled affects, bodies, and forces of stuckness, all without offering some 
final answer. Specifically, Chapter IV explores how the materiality of student teachers’ 
school sites (i.e., the physical and discursive) “intra-acts” (i.e., both interacts and 
constitutes; Barad, 2007) with student teachers’ stuck moments. Chapters V, VI, VII 
investigate the other forces, bodies, and affects that generate and animate stuckness, 
including student teachers’ desire for teacher/teaching mastery, their yearning to “make a 
difference,” and their recognition of the aporias, or impossibilities of justice-doing work. 
I contend that these elements indicate the infiltration of learning discourses (Biesta, 2005, 
2006, 2011, 2012) in student teachers’ stuck moments. With their penchant for mastery, 
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static identity categories, and telos-driven progress narratives, these discourses not only 
counteract the purported tenets of this particular SJTE program (i.e., teaching for equity 
and justice), they also undo student teachers, leading many of them to question if they 
can ever be(come) a teacher. I conclude that “studying” (Lewis, 2011) versus learning for 
social justice—along with the cultivation of particular spaces for student teachers to 
experiment, tinker, and create—can help SJTE resist the stultifying effects of this 
paradigm and support student teachers and their moments of stuckness. 
 What I hope, dear visitor, is that you engage in an “intensive reading” of/with 
these cabinets (Deleuze & Guattari, 1987). For Deleuze and Guattari (1987), such a 
reading is not an “internal formal reading or an external contextual one” (Rajchman, 
1998, pp. 13-14), but rather an experimental encounter. As such, as you visit each of the 
wonder cabinets, try things out, experiment. Be on the lookout (Deleuze & Guattari, 
1987) for the contractions, contradictions, and expansions that animate stuckness. While 
you might wonder about what is included (or not), ponder over why a particular artifact 
exists (or does not), remember that there is no core or essence to be found. Ruminate, 
instead, on how things are connected, how the wunderkammern work (or do not), and 











IV—WUNDERKAMMER I: MATERIALITY AND STUCKNESS 
Dear reader, please begin your “intensive reading” (Deleuze & Guattari, 1987) 
with Figure 12 and its accompanying inventory in Table 2. 
 
 




Wunderkammer I Inventory 
Item  
Number Objects 
1 “I’ll meet you by the MTA, End Racism sign” 
Text Message 
3 “End White Supremacy” & “End Racism” Graffiti on MTA Posters 
4 “B09 Infraction” Photograph from Site Visit 
7 “Is your Housing Uncertain?” & “Be Adventurous?” Photograph Cluster from Site Visit 
8 (Instructional) Focus 2015-2016 Photograph from Site Visit 
9 Causes of World World I: M.A.N.I.A. Photograph from Site Visit 
10 “Destroy this Mad Brute: ENLIST” & “Remember Belgium” Photograph from Site Visit 
12 Pristine Hallways, Fancy Entrances, Sky-light Lit Library  Photograph Cluster from Site Visit 
13 “Here” vs “There” Dialogues of Comparison 
 
Introduction 
Wunderkammer #1 Gathering 
 I am crouched in the corner of Room 305,1 looking over my notes in preparation 
for the first wunderkammer gallery and group conversation, when all of a sudden, the 
“space explodes with sound, movement, and bodies” (FN, 2/25/2016). The group of six 
student teachers—Ben, Kaiden, William, Harper, Beth, and David—burst into the room, 
shaking me out of my quiet contemplation. Without seeing me, the participants rush 
                                                
1 All locations and names are pseudonyms. 
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toward the food and drink table set up in the center of the room. Beth squeals with 
excitement when she glimpses the wine bottles. She clutches the chilled Chardonnay and 
kisses the neck of the bottle, “MWAH! Oh, thank God there is alcohol! I need it!”  
“Whoaaaa!” says Harper upon seeing this. “Your day was that good, huh?” Beth 
quickly opens the bottle and pours herself a glass. “Ugh, you have 
nooooo idea!” 
 As the group gathers around Beth at the food table, participants pat one another 
on the back and envelop each other in bear hugs. William wraps his arms around Kaiden, 
lifts him up in the air, and yells, “Man, I’ve missed you!” Kaiden squeals with 
excitement. The entire group laughs as they watch William twirl Kaiden around in a 
circle.  
 I walk over from my corner, feeling guilty about my intrusion into what feels like 
an intimate reunion. I quietly greet them with silent waves and smiles. Although I had 
been in email contact with the participants since December of 2015, I have not seen them 
since the last day of the SJ&D course. Watching the participants’ effusive greetings 
makes me wonder if this, too, is the first time they have seen each other this year. Curious 
to observe and sense the buzz of the room’s atmosphere, participants’ bodies, movements, 
interactions, and verbal exchanges, I distance myself for a few minutes, watching from a 
nearby table. 
 Still clutching her glass of Chardonnay, Beth announces to the group, “You guys, 
we had a riot in my school today. A riiiooootttt. Talk about stuck moments!” The group 
crowds in even closer around Beth, intrigued to know more. David, who had been 
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helping himself to some chips, turns around to face Beth directly. Holding a chip midair, 
his eyes widen, “Holy shit. For real?” 
 “Yeah, for real.” Beth leans against the table, closes her eyes, puts the chilled 
plastic cup against her forehead, as if assuaging a raging headache. 
 “You can’t just stop there and not tell us. What do you mean a riot?” asks Kaiden. 
“Like literally, literally a riot?” 
 Beth opens her eyes. “Yeah, a RI-OT,” she repeats, loudly enunciating the word’s 
two syllables. “More than seven students got in a fight, and according to the NYPD, 
which the school had to call in, whenever more than seven students get in a fight that 
constitutes a riot.” 
 David seems to have lost his appetite; the chip he was about to ingest now rests in 
a limp hand by his side. He appears incredulous. “Like seriously? That’s insane.”  
 “Shit,” remarks William. “That would never happen at my school. I mean, last 
semester’s placement, mayyyyybbbe, but not this semester.” 
 Harper giggles. “Well, that’s because you’re at Dewey2 now,” she adds.  
 “True that,” William says. 
 Harper continues, “Well, we have fights all the time at my school. So, cheers to 
my stuck moments.” She raises her glass of wine in the air. 
 “Yeah, we definitely have fights at my school,” adds Ben. “But, I didn’t know that 
more than seven students in a fight makes for a riot. I mean, where I come from3 riots 
mean a totally different thing.”  
                                                
2 All school names and school numbers are pseudonyms. In line with what appears to be common 
NYC parlance, elite public high schools are referred to by their proper name (i.e., Lincoln, Dewey), while 
less resourced (and/or less popular or prestigious) schools are typically referred to by their designated 
number: (e.g., HS 874, HS 94, etc. with the HS standing for high school). 
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 Kaiden, referring to his current placement, tells the group, “Well, that shit would 
never happen at Lincoln either.”  
 Beth rolls her eyes at Kaiden and coos, “Oh, Lincoln! Lincoln! Lincoln!” Kaiden 
giggles. Beth continues her story. “Anyway, so three of the students were expelled. And 
did you know that the more expulsions there are in a school, the higher the chance of 
sexual assault?” 
 “Yup, that’s true,” asserts Harper.  
 David shakes his head. “That’s so fucked up.” He hasn’t touched his chip. 
 There is an awkward silence. The student teachers look at each other, not quite 
sure what to say. 
 Kaiden breaks the ice. “Mmmmm . . . this food smells so good. Can we eat?” 
 I finally speak, “Yes! Please! Help yourselves to more food and wine. We will get 
started in a few minutes.” 
 While I purposely chose to simply listen and watch this initial interaction, I was 
taken aback by the conversation. I yearned to ask clarifying questions, particularly around 
Beth and Harper’s assertion that an increase in school expulsions was correlated to an 
increase in sexual assault, but I was especially intrigued by the affective responses and 
assertive comparisons that student teachers were making between their placements: “That 
would never happen at my school” vs. “Yes, that happens at my placement”; William’s 
assertion that a fight “would never happen at my current school, but mayyyyybbbe in last 
semester’s placement”; and Harper’s remark, “Well, that’s because you’re at Dewey 
                                                                                                                                            
3 Ben is an international student. Although he stated the country he is from in the audio recording, 




now.” These comments brought to the surface numerous questions, particularly around 
the relationship between particular (school) sites and student teachers’ stuckness.  
 While I was aware that the SJTE program placed its student teachers in two 
different urban public school sites throughout the year, the affective whiplash I felt while 
listening to the vociferous comparisons prompted me to jot down the following phrase in 
my researcher’s notebook: “Look more into SCHOOL PLACEMENTS!!!” Although I 
had not yet visited the student teachers at their school sites, I suddenly began to think 
about the ways in which particular spaces (e.g., school sites) shaped student teachers’ 
stuck moments, how stuckness leaked and seeped into other spaces (e.g., from Beth’s 
school to Room 305), and how it had the capacity to animate other bodies as well (e.g., 
the atmosphere of the room, the caress of a wine bottle, the loss of David’s appetite, and 
Harper’s confident rebuttal that William would not experience a school fight because he 
was at “Dewey”). Coincidentally, my first field site visit, to Beth’s school, was scheduled 
for the very next day.  
Visiting Beth’s Field Placement Site 
 Hours after our first wunderkammer conversation, I get a text message from Beth 
in preparation for my visit (see Figure 13). My text response back: “Ok. See you there!” 
(The response that I didn’t write, but thought: “I’m totally familiar and aware of ‘schools 
within schools situation,’ but an ‘MTA, end racism sign’? What are you talking about?”). 
The next morning, overly eager, I get to the subway stop a few minutes early. As soon as 
I step off the train, I see exactly what Beth was referring to in her text message. I 
encounter a series of MTA (Metro Transportation Authority) signs with hand-drawn 
graffiti scribbled across them: “End White supremacy” and “End racism” (see Figure 14). 
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The signs are peppered all along the station walls. As a student teacher supervisor who 
often uses the same train to visit other schools in this particular NYC borough, these 
posters, used to announce an interruption of transportation service, are not a surprise. Not 
surprisingly, in the city’s more affluent boroughs, there is a dramatic decrease in such 
signs and/or service interruptions. As I read the hand- written messages, a smile of 
solidarity spreads across my face. The scribbles seem to emit intensities; I can almost 
sense the frustration and anger.  
 
  
Figure 13. Text message exchange with Beth:  





   
Figure 14. Graffiti on subway signs. 
 
 Beth must have been on the train directly behind mine because she arrives just as 
I finish taking photographs of the posters. “They’re awesome, right?” Beth says as she 
approaches me and points to the signs. I concur. “I’m glad they’re at least calling it for 
what it is. We actually talked about it in [university] seminar last night.” While Beth 
seems to be aware of the “force of things” (Bennett, 2010), noting the subtle hints of life 
(i.e., angry scribbles) within nonhuman forms (i.e., a poster), I am also slightly (and 
pleasantly) surprised by Beth’s comment. There is a new air of knowledge and 
confidence in her statement that I had not sensed during the SJ&D class the previous 
semester, where Beth would often apologize or exhibit guilt for her privilege and 
previous lack of social and political awareness: “Look,” she would often say,  
I’m a White, privileged woman who went to all-White schools and never had to 
worry about money. All this stuff like systemic racism, segregated schools, or the 
school to prison pipeline is brand new for me. I didn’t really know this terrible 




 Beth and I walk the five blocks up a steep hill to her school. Without skipping a 
beat, Beth begins, “I’ve been having lots of stuck moments lately. It’s really worrisome.” 
The way Beth says “worrisome”—in a softer voice, almost as if she is ashamed by such 
worry—takes me by surprise. Given my previous interactions with her, I have never 
known Beth to be soft-spoken about anything. Her statement, followed by an awkward 
side glance, alerts me that some-thing is up. “Well, I’m interested in hearing about them,” 
I say. Beth continues:  
Well, I’m going to have a MAJOR talk [she spreads her hands wide to the side] 
with the class tomorrow. They didn’t get anything done yesterday and they have 
their capstones coming up. I can’t let them fail. Oh, and remember how I told you 
about Alicia, the new girl who started a few weeks ago from the DR [Dominican 
Republic]?  
 
I nod; Beth had written about Alicia in her stuck moment entry on the Google Doc.  
Well, now Alicia won’t even look at me. She’s still mad at me for making her take 
off her bandana the first day in my class. I know she was just trying to be stylish, 
and like, she did look nice, but we can’t allow any gang attire, you know? The 
teachers call it the B-09 infraction.  
 
As Beth says “B-09 infraction” she furrows her brow, lowers her voice, and puts up a fist, 
as if she is imitating how other teachers say it. “To be honest, I don’t even think the 
students know what a B-09 infraction is. Most of my students don’t speak English, let 
alone read it or write it. But there are signs about it posted all around the school.” Sure 
enough, it does not take me long to spot one, posted outside the building’s main entrance 
(see Figure 15).  
Once inside the concrete building, the smell of sweat and bleach sears through my 
nostrils. My pupils take several seconds to adjust to the darkness of the windowless 
entryway, illuminated by harsh fluorescent lights. At the center of the entrance hall, or 
what Gordon (1996) refers to as the “heart” of any school, are two metal detectors, each 
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with a single-file line of 10 students waiting to pass through. The lights of the metal 
detector glow from green to red as the bodies of students—sullen, looking downwards—
file through. The atmosphere is eerily quiet, punctured only by the shuffle of feet and the 
RAA!-RAA!-RAA! of an activated metal detector or a security agent’s repeated commands, 
“Come on people. You know the drill. Take everything out of your pockets!” Besides 
Beth, I am the only White body in sight. As I wait to pass through “security,” I look at my 
surroundings. I feel dizzy and disoriented. What is this place? Although I have easily 
visited over 20 (elementary) schools in almost every borough in the city except for Staten 
Island, I have never seen a school like this one. I turn around, hoping to see a 
commiserating look of alarm, confusion, or disgust—some-thing from some-body, any-
body—but it appears to be business as usual. Through the metal detectors, I catch a 
glimpse of posters with the question, “Is your Housing Uncertain?” translated into 
different languages (see Figure 16), as well as a set of stairs leading up to a second floor, 
each step emblazoned with commands such as “Be Sensational; Be Bold; Be 
Adventurous; Be Loving” (see Figure 17). These sights/sites, however, feel like a cruel 
joke: the school walls and stairs literally attempt to convey some form of care, but their 
dilapidated state—the words peeling off the steps (almost to the point of 
indecipherability) and the bubbled plastic sheath that covers the bulletin board and 
renders the posters untouchable—convey a sense of neglect and isolation. 
I watch as a security agent barks to a student, “Go back through!” The gargantuan 
metal detector comes to life with red lights and alarms, RAA-RAA-RAA! It appears to 
have more “liveliness” (Chen, 2012) than any of the other bodies in the room. The high-
pitched sound startles the young man who has just passed through, zapping him to life. 
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All of a sudden, he looks up from the floor with a puzzled expression. The security agent 
sighs, pats his own front pant pocket and says, “Yaa-vezzz.” I cringe listening to his 




Figure 15. B-09 Infraction: No hats worn in building. 
   
  





Figure 17. Crumbling words on staircase. 
  
sounds like Yahvé (Lord). In my disoriented state, I actually wonder if he’s going to recite 
the opening to Psalm 23 (a linguistic staple of my childhood in Venezuela), Yahvé es mi 
pastor [The Lord is my shepherd]. Instead, the security agent takes out a set of keys from 
his own pocket and jingles them loudly in front of the young man. All of a sudden, the 
student nods vigorously in recognition, “Ayyy! Llaves! O-kay! O-kay!” The student yanks 
out a set of keys from his front pocket and places them in a dingy bowl that disappears 
through the black flaps of the X-ray machine. Another student behind him playfully 
knocks him on the side of the head, “Apúrate, hombre! [Hurry up, man!].” I can see the 
corners of the young man’s lips curl, but whether they turn into a smile or grimace, I am 
not sure. As I inch closer to the metal detector, I can feel my heart beating faster. Quite 
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unexpectedly—and perhaps spurred by the security agents’ (mis)pronunciation of keys, I 
find myself mumbling the first line of Psalm 23, “Yahvé es mi pastor, Nada me falta” as I 
walk through the metal detector.  
 Like the entrance hallway, Beth’s classroom is spartan. Paint is coming off the 
wall in scrolls, exposing the multiple layers of peach-colored gloss that, rather than 
adding a sense of peachy cheeriness, look like a regurgitated meal. Iron bars crisscross 
every inch of the windows, creating eerie shadows along the surfaces of the old wooden 
desks and chairs, all of which bear the etchings and doodles of what could be countless 
generations. The classroom walls are bare, except for dull signage that explicates the 
year’s “instructional focus” (see Figure 18). On the dusty chalkboard, the day’s objective, 
or aim, has been hastily written. “AIM: I will be able to compare the different depictions 
of nations in WWII propaganda cartoons.”  
RRRRRRRR—inggggggg! Suddenly, the school bell rings. It’s so loud that I have 
to cover my ears with my hands. Beth’s cooperating teacher, Grace, who is placing what 
appear to be ancient-looking Spanish-English dictionaries4 on students’ desks, looks over 
at me and yells, “I’M SORRY! WE SHOULD HAVE WARNED YOU!” She pulls out 
earplugs from both her ears. “As you can see, I come prepared.”  
 
                                                
4 Upon closer inspection, I notice that the Spanish-English dictionaries are the same kind I used in 




Figure 18. Posted sign on classroom wall: “Instructional Focus 2015-2016.” 
  
Affectivity of Space 
 Without having even observed Beth’s lesson—by merely entering the school 
site—there is an “affectivity” to this space, or a capacity to affect and be affected (Kirby 
& Wilson, 2011). It is a place/space accessible only via security agents stationed at the 
entrances, with school bells so loud that teachers bring their own earplugs, where 
resources are incredibly scarce (as evidenced by the presence of decrepit dictionaries, old 
desks, and crumbling paint), and where bodies are disciplined and surveilled through 
metal detectors and B-09 infraction signs posted throughout the hallways. Rather quickly, 
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I begin to think about student teaching as an “affective event” (Childers, 2013) where the 
materiality of the field—human bodies (e.g., students, security agents, teachers, visitors), 
physical structures (e.g., cinderblock buildings, windowless entryways, crowded 
classrooms), inanimate objects (e.g., yellowed dictionaries and B09 policies) and 
teaching foci/practices (i.e., “struggle productively through cognitively demanding tasks 
and projects”; see third bullet point in Figure 18) rub against each other. This rubbing and 
intermingling of bodies, spaces, and forces, generates an “undeniable affectivity” 
(Childers, 2013) that, as I will argue, is an integral force in the stuck moment assemblage.  
(Affective) MANIA  
 With my ears still ringing from the school bell, 23 students (a “small size” 
according to Beth), begin to file into the classroom. Through informal conversations, 
Beth has already given me the run-down on her students: 19 are recent immigrants from 
Puerto Rico, the Dominican Republic, Ghana, Senegal, the Gambia, and Guinea-Bissau. 
About her first-period class, Beth tells me: 
They are mostly students of color. While many can understand English, very few 
of them actually speak it. In my first period classroom alone, students speak 
Spanish, French, Twi, or Mandingo. Within the last three months, four male 
students have recently arrived from Yemen and don’t speak any English. They sit 
together in one corner of the classroom and don’t interact much with the other 
students in the class. (Beth, individual conversation, 2/26/2016) 
 
In addition to these characteristics, since Beth’s site placement has been designated as a 
city transfer school,5 most of her combined 10th/11th graders are older than the usual age, 
and range from 17 to 20.  
                                                
5 According to the city’s Department of Education website, transfer schools are “small, 




 Over the last week, Beth has been teaching a series of lessons around the causes 
of World War I. To help students remember the causes, she uses the mnemonic device M. 
A. N. I. A (Militarism, Alliance, Nationalism, Imperialism, Assassination), an idea, she 
says, was inspired by Wikipedia (see Figure 19). 
   
Figure 19. Beth’s “Causes of World War I” poster. 
 
As seen by the words on the poster, Beth has already taught a lesson on imperialism and 
today’s lesson is on nationalism. In line with the day’s objective, Beth wants students to 
examine propaganda posters from the United Kingdom, Germany, Italy, and the United 
States, as well as annotate the messages the posters convey. Before splitting the students 
to work in groups, she models for the class what she wants them to do during their group 
work time. She uses a propaganda poster from the U.S. Army (see Figure 20). 
                                                                                                                                            
have fallen behind in credits.” To be eligible for a transfer school, students must: “Be 16-21 years old; have 




Figure 20. U.S. Army propaganda poster that Beth uses as a model. 
  
As Beth models the example for the class, she asks, or more accurately, begs 
students for their input. “Okay, wonderful students, what does the poster show?” Silence. 
“Come on class, what do you see on the poster?” She taps on the poster. “What do you 
see?” More silence. “What is on this poster?” Finally, a student poses a tentative answer: 
“A monkey?” “Yes! Good!” Beth responds excitedly. “What else?” When she receives no 
additional responses, she resorts to redirecting students’ attention, “Edgardo, I need you 
to turn around and look up here please,” and cold-calling: “Clara, what do you see?” 
Clara looks at the poster for a couple of seconds and says, “The monkey carry a women 
[sic].” “Great observation, Clara! Yes! So, Alicia, Hassan, who might the monkey 
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represent? Who might the woman represent? Use your dictionaries to help you. Come 
one, wonderful students, help me out here. I need you to learn this.”  
 Most students are either speaking to each other in their own language (Spanish or 
Arabic).6 Some stare at the board with blank expressions and others are laying with their 
heads down on the table. Beth continues to ask the class questions and circulates around 
the room. “What might the picture of the monkey convey? What might it be trying to tell 
Americans? What should I write down next? Come on, wonderful students, help me with 
this. I know you know this. What does this poster make you feel?” Throughout this 
introductory portion of the lesson, Beth continuously uses both her body and her words to 
either gain the students’ attention or help them get excited about the topic. Beth speaks 
slowly, with overstated inflection and engages in exaggerated hand movements; she 
repeatedly points to certain words on the poster and, through words and hand gestures, 
asks students to repeat back the lesson’s key words: nationalism and imperialism, she 
underlines the individual words of the AIM statement on the chalkboard, and she picks up 
a dictionary and mimics the movement of looking through the pages. Eventually, three 
students begin to answer to Beth’s pleas, requests, and questions. Beth quickly records 
their responses on the poster and adds a few of her own (see Figure 20). Whether these 
three students are the only ones who understand the questions that Beth is posing, or 
whether they just to want to help Beth “move on,” is unclear. 
                                                
6 As a native speaker of Spanish and someone with rudimentary knowledge of Arabic after having 
lived in the Middle East for 6 years, I notice that the talk is not centered around the lesson. One Yemeni 
students asks his three companions what the teacher, Beth, is saying. One companion shrugs and another 
responds with, “I don’t know.” Meanwhile, the three Dominican students closest to me are reminiscing 
over the film they watched over the weekend. 
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 Perhaps nonconsciously triggered by the mnemonic device M.A.N.I.A., I sense a 
certain mania emanating from Beth’s body, alerting me to potential stuckness. Like the 
now obsolete portable CD Discman, where the felt vibrations, heat, and audible hum of a 
CD spinning out of control lets you know that your device is stuck, or on the fritz, the 
rapid repetition of Beth’s bodily and verbal coaxing—“come on, wonderful students”; 
“help me out here”; “I need you to learn this!”—feels urgent, frantic, almost obsessive. It 
leaves me feeling weary, even exhausted. As I watch Beth leap across the room, use 
effusive hand gestures, and enunciate her consonants, my mind drifts to Anna Hickey-
Moody’s (2007) idea that physical spaces have certain “politics,” shaping the ways a 
body moves, breathes, feels, sees, and senses. I think about Beth’s earlier comments on 
our walk to school: her worrisome stuck moments, her exasperation and anger over her 
students lack of work on their capstone projects,7 and her pronouncement, “I can’t let 
them fail.” In contrast to her usually calm, difficult-to-ruffle demeanor, I ponder over 
how this particular space has generated this seemingly new sense of worry, urgency, and 
desperation.  
 After 25 minutes of actively eliciting student answers, Beth begins to articulate 
the instructions for students’ group work. She passes out large, blank chart papers to each 
group, each of which have a different propaganda poster affixed to its center. Beth 
proudly shows the posters to each group, excitedly noting, “Look! I even went and 
printed them out in beautiful colors for you!” The students don’t seem to notice, 
understand, or care, and Beth’s body, previously eager, mobile, and jittery with a manic 
                                                
7 Being at a transfer school, students are exempt from taking the Regents Exam, a high-stakes 
exam that students attending public schools in New York state must pass to receive their high school 
diploma. Instead, students at Beth’s school are required to create capstone projects. 
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energy, appears momentarily sullen and deflated. “I’m sad you’re not as excited as I am 
about the color print-outs. Oh well.”  She seems to quickly shake this off and begins to 
circulate from one group to another, trying to get students engaged: “Oh, your group has 
an exciting poster!” She taps on students’ shoulders, pats the chart papers saying, “Come 
on, let’s think about this together,” picks up markers at each table and even tries to help 
scribe students’ answers. With less than 15 minutes left to work in class, the various 
groups record a handful of very literal responses (see Figure 21) on the chart paper before 
the deafening bell rings once more, signaling the end to class.  
   
Figure 21. Students’ group work.  
 
 After the lesson, Beth and I meet to debrief, and our conversation veers toward 
stuckness. Without even skipping a beat, Beth tells me that most of her stuck moments 
are around “classroom management,” “getting students motivated to stay in school,” and 
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“not having the necessary resources to support her students” (Beth, individual 
conversation, 2/26/2016). She elaborates further:  
Beth: Most of my stuck moments occur when it comes to behavior management 
and how to get students motivated to do the work or stay in school, you know? I 
mean, of course, I’ll get stuck lesson planning every once in a while, but that’s 
part of the process, I think every student teacher does. But I’m stuck a lot when 
I’m trying to teach a group of such diverse learners. (…) Yeah, it’s when I'm in 
front of my students that I really think I get affected. 
Erica: This phrase of yours, “that I think I get affected.” Can you tell me a little 
bit more about that? 
Beth: Yeah, sure. For example, in the class that you just observed, there's a 
student who was sitting next to Alice…he was the one with his head on the table 
the entire class. We have no special ed at our school, we have no servicing, but 
he’s a student that probably should have a hired professional with him. Although 
there is no one who can diagnose him, the entire staff is in agreement that he has 
severe emotional trauma. I mean, his home life is heartbreaking. I’m not sure he 
even has a home, but moves from shelter to shelter. Well, he was sleeping today, 
so you probably didn’t notice him since he wasn’t acting out. 
Erica: I know who you are referring to. 
Beth: Ah ok. Well, like yesterday, he just decided to take off his shoes and socks 
in the middle of class and put his bare feet on the desk and he was distracting all 
the other students who were laughing at him sitting there, feet on desk, wiggling 
his toes. And his feet were also really dirty and some students were really grossed 
out. And you don't want to get in a power struggle and be like, “Can you put your 
shoes back on?” to an 18-year-old. And then I'm like, either you put your shoes 
back on or go walk barefoot in the hallway and then when you wanna put your 
shoes back on you're more than welcome to return to class. But like, I never know 
if I'm doing the right thing. Am I being too hard? Am I being too easy? Am I just 
not understanding some grandiose overarching theme? I mean I know this sounds 
like a silly example, there have been worse things, but this one came directly to 
mind since it just happened yesterday. And like, as a Caribbean immigrant of 
color with little to no emotional support at home, what sort of future awaits him, 
you know? Like, will he just immediately get arrested when he maxes out of here 
at 21 and then go straight into the school to prison pipeline? I mean, they already 
walk through metal detectors each and every day as if they were criminals. 
Erica: Mmmmhmm…. 
Beth: So, yeah…behavior management and supporting students. I mean, you have 
this kid while also trying to manage and teach other 16-20 year olds who rarely 
speak the language in a school that doesn’t seem well-equipped to deal with all 
this. And so I get really affected by it. I just have to like take a deep breath, pull 
my shoulders back and continue. But, I am always thinking, am I doing the right 
thing? Am I doing the right thing? For example, is this decision going to ruin the 
student for the rest of their lives? Is me telling him to put his shoes back on going 
to ruin him for the rest of his life? No. But do I think that in the moment? Yes. 
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And I know this is irrational. But I think a lot of teachers think that their one bad 
decision is going to ruin a student for the rest of their lives. And like, how am I 
being equitable to other students?  
 
Materiality, or the Material-Discursive A/Effects of Space 
 Sitting across from each other on a random step in an empty stairwell—the only 
empty place we could find to debrief—I once again think about the role particular school 
spaces (i.e., student teaching placements) play as both an object and agent (O’Donaghue, 
2006) in shaping student teachers’ stuck moments. Although I began this dissertation 
work with the proposition that stuck moments were animated by affective, material, and 
discursive forces, I had under-theorized, or perhaps overlooked, how the materiality of 
particular school spaces—or the physical and the discursive—mattered in shaping student 
teachers’ experiences and their moments of stuckness. Granted, I gave lip service to the 
material realm (see Chapter I, II, III), briefly alluding to how the “vitality of objects” 
(Bennett, 2010) might animate stuckness, and pushed for a more fluid interpretation of 
space8 given that I conceptualize affect in unbounded ways (see Chapter II). But, I did not 
thoughtfully consider the intra-action (Barad, 2007), or the constitutive relationality, of 
the material and the discursive nature (i.e., the materiality) of student teachers’ field 
placements. This intra-action is significant for two reasons. First, because the materiality 
of student teachers’ urban field placements drastically differed (as alluded to in the 
opening vignette and further showcased in an upcoming section) and second, because 
such materiality is both agential and affective (Childers, 2013), this shapes the kinds of 
                                                
8 As a reminder to the reader, in an effort to disturb the research literature’s claim that stuckness 
typically occurs in a particular space (i.e., the student teaching classroom; see Chapter II), I eschew the 
notion of container-model spaces (Leander, Phillips, and Taylor, 2010). 
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stuck moments that student teachers experience (more on this later) and the affects that 
attach to such stuckness (see Chapter VII). 
 Let me contextualize this idea even further. When a student teacher’s body enters 
a school space—remembering that the individual is never just a (human) body, but a 
moving assemblage of immaterial/material, organic/inorganic assemblage of bodies—“it 
infolds [sic] contexts, it infolds volitions and cognitions that are nothing if not situated” 
(Massumi, 1995, pp. 90–91). That is, the student teacher encounters (and is affected by) 
the bodies they interact with (e.g., students, teachers, security agents, staff) and the 
imaged, imagined, and inhabited (i.e., discursive) constructions of that particular space 
(e.g., what it means to be an urban school, a student, a teacher, a student-teacher, among 
others; Dickinson & Ott, 2017). To be clear, it is important to note that I make a 
distinction between space and place and draw inspiration from the work of Deleuze 
(2013) and De Certeau (1984). According to De Certeau (1984), a place is a given area, 
named and mapped, that can be measured in terms of surface or volume. A place can 
become a space when/if it becomes a site of engagement among living agents who mark 
it with their activities or affiliate it with dialogue and active perception (De Certeau, 
1984). That is, space is a discursive practice of a place (Conley, 2005). With these 
distinctions in mind, Beth’s school site is both a place and a space. However, as 
mentioned in Chapter III, I do not consider school sites as inert neutral containers where 
schooling takes place, but rather as a fluid location that often exceeds the physical place, 
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and considers the social and political aspects, as well as the different materials, affects, 
and bodies that flow in and out of those spaces.9  
 But, to add on to my previous point, when the student teacher enters the urban 
school, they are not a vulnerable blank slate either, shaped/affected in toto by the space. 
They arrive with mediated experiences of urban schools, whether through renderings in 
books, movies, photographs, popular culture, readings, past experiences (if they attended 
an urban public school), their immediate experiences, and the “milieus of sense, feeling, 
and expectation” (Hickey-Moody, 2007, p. 79) that become attached to particular spaces. 
As I demonstrate below, these mediated experiences both inter and intra-act (i.e., mingle 
and constitute; Barad, 2007) the physical, discursive, and affective contours that are 
produced in a school placement site, and—in turn—work to generate student teachers’ 
stuck moments and their attending (often negative) affects.  
Beth’s Stuckness 
 Starting from her initial text message, which referenced a school within a school 
situation and the MTA end racism sign, Beth’s experiences and stuck moments, for 
example, bore the material, affective, and discursive entanglements of what is often 
associated with an urban school and the effects of its inequities. Materially, her site is a 
hyper-secure school that is physically falling apart, located in an undesirable urban 
neighborhood, where low-income immigrant students of color are overrepresented. 
Largely unaware of systemic racism/inequities before entering her STJE program, Beth 
                                                
9 De Certeau’s notion of place is equivalent to Deleuze's (2013) concept of an espace quelconque, 
or any-space-whatsoever, “that is determined and given to be what it is without being inflected by a user or 
a traveler” (Conley, 2005, p. 258). 
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experiences the daily, material enactments of the school’s inequitable and hazardous 
policies: criminalizing students before they even step into the classroom by having them 
undergo a “metal detector shuffle” (Beth, individual conversation, 2/26/2016), teaching 
state-mandated curricular content that has little cultural relevancy for students (i.e., U.S. 
World War II propaganda) with limited materials and support staff (“we have no 
servicing”) and navigating high-stakes assessments (i.e., capstone projects) in a language 
that is unfamiliar to most students, among others. Beth’s privileged, White body interacts 
not only with urban students’ raced and classed bodies, but it also intra-acts (i.e., mingles 
and constitutes; Barad, 2007) the historic and racialized at-risk narratives where it is the 
White, female teacher who “saves” her students, gets them motivated to learn, so they 
can stay out of gangs (e.g., Beth ensuring Alicia’s compliance with B-09 regulations), and 
graduate with a high school diploma. And the “milieus of sense, feeling, and expectation 
[also] become attached” (Hickey-Moody, 2007, p. 79) to Beth: Beth worries over her 
students’ futures (e.g., “I can’t let them fail); is frustrated over the lack of support and 
services her students receive; feels futile over her own impact, her own authority, and 
uncertainty over whether or not she is “doing the right thing.” These material-discursive-
affective contours generate and animate the conditions of Beth’s stuckness, moments that 
often occur within a dilapidated building, deal with students’ “difficult” home lives, 
and—as so often equated with the discursive-material narratives of urban schools—
hinges on the need for effective classroom management to “deal with difficult students.” 
 Harper and Ben, two other student teacher participants placed in schools similar 
to Beth’s, also articulated analogous experiences of stuckness; stuck moments relating to 
classroom management and dealing with students’ home lives. Harper, student teaching 
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world history to over 30 eighth graders, 90% of whom are Caribbean students of color 
and “English Language Learners” (FN, 3/13/2016), wrote the following stuck moment 
entry in her Google Doc:  
My stuck moments are always halfway through a lesson, when it is clear that my 
attempts at wrangling class control are failing. The other day, my CT [cooperating 
teacher] left me in charge of the class. And it went okay…except it was terrible…I 
mean, no one got hurt, I didn't yell (maybe I should have), and there weren’t any 
huge issues with students bullying or whatever. But many of them talked a ton. 
We never got to the debate that I had planned. Kids wouldn't move their seats. It 
was frustrating, and it felt like they were deliberately trying to be disrespectful. I 
tried to remind myself that it wasn't personal, but it was still frustrating. I could 
get them to listen/participate for a moment, but then it would end up with 
everyone chatting again. I felt like I had to get through the first part of the lesson -
- reminding them about robber barons and modeling the mini-debate protocol 
with three volunteer students--before we moved on. A few times I was able to get 
their attention and we could go through some of the material. But a little over 
halfway through, I just felt terribly stuck, like out of ideas, steam, and I didn't 
know what to do to get the class under control so that we could learn. The art 
teacher was sitting in class, which made me feel really embarrassed that the only 
time he had seen me teach was this chaos. I wanted to turn to him and be like, 
“HELP! What do I do?” (Harper, stuck moment entry, 2/23/2016) 
Ben wrote of similar stuckness in his stuck moment journal entry: 
 
This is one of my most challenging classes I have ever had. It has five students 
who are very hard to manage and tend to disrupt class…they seem to have hard 
unstable lives outside of school, which naturally affects their school performance. 
However, it is hard for me to manage this class because it seems in many cases 
that the school policy is not strict enough when it comes to having clear 
consequences to actions, so students are fine using their cellphones during class 
time or sleeping in class. Two of the class’ main “catalysts” were sitting next to 
each other and I was determined on moving one of them in order to see how this 
would effect [sic] their learning process and the class. I directed myself toward X 
and asked her if she could would move [her seat]. She is one of the constantly 
defying students in the class, which I somehow like but I was not ready to deal 
with her at this particular moment, but then she started to tell me that she cannot 
see from that far behind. I knew she was lying but I avoided the confrontation and 
turned to the other student who was sitting right beside her. 
I asked, more like told him: “Would you please move!” 
“Why me?” he responded. 
I told him that they tend to distract each other so I would like to try it out. 




I finally used a stricter tone and told him that he “HAS TO MOVE.” 
He responded with a clear cut “NO, I won’t! You can’t do anything about it!”	
And I didn’t … or I couldn’t … I don’t know exactly… 
I was so stuck at this moment and did not know what to do! It was awful. (Ben, 
stuck moment entry, 1/31/2016) 
  
Interesting about the above stuck moment entries is the need for control for learning to 
happen: “I didn’t know what to do to get the class under control so that we could learn” 
(Harper, stuck moment entry, emphasis added) and “I was determined on moving one of 
them in order to see how this would effect [sic] their learning process” (Ben, stuck 
moment entry, emphasis added). While I argue that this concomitant desire for learning 
and control underscores student teachers’ attachment to learning discourses (see Chapter 
V and Chapter VI), what I want to highlight here is that while an urban school is often 
imbued with material, affective, and discursive constructions, as we will see in the next 
vignette, the materiality of an urban school, especially in New York City, differs 
drastically. These varied physical materialities help us to understand the stark 
comparisons that student teachers were making between their two school placement sites 
and also illuminates how these dissimilar spaces produced different kinds of stuckness.  
Visiting Kaiden’s Field Placement Site 
 Three days after Beth’s observation, I visit Kaiden, a fellow participant student 
teaching at another urban school 10 miles away. The luster and shine from the polished 
floor, the recessed lighting, the soft tap, tap, tap of raindrops against the full-length 
windows, and an indoor bike rack with two “foldable” bikes that sit “unlocked [emphasis 
in original] (!)” (FN, 2/29/2016) lead me to wonder if I’m in the right place. “This is a 
public school?” [emphasis in original] (FN, 2/29/2016). Looking more like an 
uninhabited, sterile hospital lobby, there is not a footprint or drop of water in sight (see 
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Figure 22). The water from the earlier torrential downpour has already been immaculately 
mopped up. Unlike the smell of Clorox that assailed my nostrils at Beth’s school, I inhale 
a rather fragrant “fresh linen” scent. I’m about to leave the building to double check the 
number when I hear hushed laughter from behind a half-wall. I approach the sound and 
find three security agents bent over in laughter, hands covering their mouths. One of the 
agents notices me and shhshhs the others. “Good morning, ma’am,” the security agent 
chirps, “How can we help you?”  
“Hi, sorry,” I say, “But, I think I might be lost. Is this Lincoln High School?” The 
three security agents are sitting in new, ergonomic office chairs that make my dissertating 
body twinge with jealousy. “It sure is! What room are you going to?” 
  




I give them Kaiden’s room number and they tell me the room I am looking for is on the 
fourth floor. “Would you like to use the elevator?” Still trying to recover from my initial 
shock of the space, I don’t have time to answer before they hand me a laminated elevator 
pass. I flip the pass over in my hands, silently marveling at the school’s beautiful logo 
while simultaneously running my fingers over the lanyard’s embroidery. The touch of the 
stitched lettering snaps me back: “Actually, thank you so much, but on second thought, I 
better take the stairs. I don’t want to be responsible for losing this pass.” They giggle. 
“Don’t worry, we have several other passes. You don’t want to walk up all those stairs. 
Here, I’ll swipe you up with my own pass.” One security agent escorts me to the elevator, 
swipes her card, presses the fourth floor, and holds the doors open for me as I enter. 
“Have a wonderful day,” she says. Before I can even say thank you, the doors shut and 
the elevator whisks me up to my destination, opening up, once again, to more pristine 
hallways (see Figure 23). 
 




 I find Kaiden’s class and we greet each other with a quick high five. He is 
recalibrating the SMART board. “Sit anywhere you like,” he says. “Make yourself 
comfortable. The kids will be arriving in about 4 minutes.” I find a spot near the back, 
take out my notebook, and begin taking notes. When students start filing into the 
classroom I’m slightly confused; then I realize it is because this school doesn’t have any 
loud bells signaling the beginning or end of class.  
 Technically, Kaiden is teaching the same grade and discipline as Beth, but the 
space, materials, content, teaching/learning pace, and student bodies differ significantly. 
The student body is relatively homogenous in regard to race and class: according to 
Kaiden, most of the students are White, with three students self-identifying as Asian 
American and one as Black. The group also appears much younger, a noticing that is later 
confirmed in my conversations with Kaiden and Beth. Beth’s students are between 17-20 
years old while those in Kaiden’s class are between 15 and 16. As the students settle into 
their assigned seats, I am immediately taken aback by the clothing and accessories 
students are either wearing or using—I see backpacks, eyeglasses and coats affixed with 
luxury labels such as Prada, Canada Goose, Kate Spade, or Marc Jacobs.  
 Like Foucault (2012), who asserts that in disciplinary institutions such as a school 
or classroom, bodies tend to become fixed to a particular spot, here, Kaiden’s body is 
affixed to the lectern at the front of the classroom. He uses one of his arms to steady 
himself against the podium, while the other one casually rests by his side. The students sit 
in pods, a group of four, at pentagonally-shaped desks topped with a gray marble 
laminate. As students pull out their laptops or iPads, Kaiden clears his throat, “Okay, 
class. Happy Monday. If it’s all right with you, I would like us to get started.” Through a 
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series of Power Point slides displayed on the SMART board behind him, Kaiden 
(literally) lectures on “systems of national organization.”  The first slide shows a two-
column concept map outlining the “different kinds of systems of national organization.” 
On the left-hand side of the concept map, the words fascism, capitalism, and socialism 
(and their corresponding definitions) appear in red boxes, and on the right-hand side of 
the screen, the words dictatorship, communism, and democracy appear in green. Kaiden 
reads through each of the words and their corresponding definitions. He then tells 
students that they have 10 minutes to copy (i.e., type) the words and meanings in their 
“notebooks.” While most of the 17 students immediately comply, from where I am 
sitting, I watch two students look at their cellphones underneath the cover of their desks 
and two students pass a paper note back and forth. Kaiden uses the time to stand silently 
at the lectern looking through his notes. When the timer goes off after 10 minutes, Kaiden 
asks students about the difference between the red and green sides of the concept chart. 
Two students raise their hand and offer incorrect guesses, so Kaiden gives the class the 
answer he is looking for: “Okay, so both of those answers were close, but the words in 
red—fascism, capitalism, socialism—are all ec-o-no-mic systems of control, while those 
in green—dictatorship, communism, and democracy—refer to po-lit-i-cal systems of 
control.” Kaiden goes on to explain the relationships between the two columns through a 
long-winded “mini-lecture” and I feel as if I am back in college listening to my history 
professor. Nobody seems troubled by his inaccurate explanation. 
 Noah, a student whose name I can easily remember without the aid of my field 
notes due to the number of times he participated in class, follows up Kaiden’s lengthy 
explanation to ask a question: “So, if we look at all these definitions, could we say that 
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China is really the only successful country that has been communist without turning into 
dictatorship?” For the first time since beginning his lecture, Kaiden appears to be at a loss 
for words. He leans against the lectern with one elbow and uses the fingers of his other 
hand to silently tap his chin for a few seconds. He stays in this pose long enough for 
students who had not been paying attention to suddenly look up and wonder what is 
going on. Finally, Kaiden breaks the awkward silence. “You know what, Noah. That’s a 
good question. I think it might depend on who you ask. Let me think about that more.” 
Noah nods, seemingly satisfied, although whether it is because he was praised for his 
“good question” or whether he is satisfied with Kaiden’s response (and Kaiden’s request 
to think about it some more), is unclear.  
 After students have finished typing the concept map, Kaiden announces that he is 
going to pass out a “Wikipedia article on the political and economic structure of Cuba.” 
On hearing the word Wikipedia, the students simultaneously perk up and coo, 
“UUUUUU.” Whether it’s an “UUU” of utter delight or disappointment is hard to tell, 
but for a moment, the class atmosphere changes, and it feels almost jovial. I hear some 
laughs, giggles, and snorts. “Yeah, yeah,” Kaiden says with a smile, “Get all your UUUs 
out now. The reason I’m using Wikipedia [heavy emphasis on Wikipedia] is not because I 
looooove it as a source, but because it sometimes can provide a treasure trove of 
information and sometimes, it can be good.” The “uuuuus” become louder. “You can even 
go ahead and tell your parents I said that, too!” The “uuuuus” reach a climax and it seems 
that every body in the class is alight—the chairs vibrate from students’ laughter, the 
classroom air begins to re-circulate as Wikipedia articles are waved back and forth, and 
the sounds of students clapping or tapping their palms on their desks reverberate.  
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 But, as quickly as the hullaballoo begins, it quickly dies down when Kaiden says 
“Shh!” and asks students to “annotate the article for evidence of the political and 
economic systems at work.” He continues, “And, after you’re done, reflect quietly to 
yourself about using Wikipedia as source. What are its strengths? Limitations? Are there 
particular parts of the article that are less trustworthy than others?” The remainder of 
class is spent with students quietly working on this task (with varying degrees of 
completion). Kaiden, as if on cue, returns to his spot behind the lectern.  
Debriefing Kaiden’s Stuckness—Running Into Walls 
 Following the lesson, Kaiden and I begin our debrief in an empty classroom—a 
luxury unheard of at Beth’s school, where teachers often have to “wheel” their materials 
on carts from one classroom to another due to limited space. During my conversation 
with Kaiden, we speak—as per usual—of stuck moments. Kaiden is quick to tell me he’s 
“been running into walls”:  
 Kaiden: I've just been running into walls recently. 
Erica: How so? 
Kaiden: Well, I swear to God, the amount of research that I have to do in order to 
teach this class is insane. I thought I was smart before, but I’ve been shocked to 
my knees with these kids. I mean, did you hear Noah? His China question was a 
relatively easy one for me to handle, but every day it’s like, what sort of question 
is he going to ask. And it’s like that with a bunch of other kids, too. And so, I just 
have sooooooo many painful moments as I'm researching information as I make 
lesson plans for these kids. Like, I’ll click on a resource, and it turns out that what 
I know is just the tip of the iceberg and I'm like, “Well, okay, down the rabbit hole 
I go.” And then 3 hours later, I’m still trying to figure out the material. So, I worry 
and get stuck a lot.  
Erica: Wow. That’s a lot. 
Kaiden: Actually, there was a reading we did for our [university] seminar class 
where the author, I can’t remember who wrote it, asks a question along the lines 
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of when we, as teachers, try to present history, are we bad journalists?10  Like are 
we telling students just a really narrow, really shallow story for them to 
consume?" And when I go down these rabbit holes and find out all this 
information, I totally think that’s what we are doing. We are becoming bad 
journalists by only giving kids the tip of the iceberg, you know? 
Erica: Mmmm… 
Kaiden: And so it’s not like I can just give these kids any sort of information I 
find online, even though I sort of did today with the Wikipedia article. But, in my 
old placement, I could. There, I was just using the Internet to help fill in my 
knowledge gap or just get random lesson ideas off the internet, but with these 
kids, that doesn't really work  
Erica: Can you explain what you mean by that? 
Kaiden: Well, like these kids here, they need a much different… they need, I 
mean, they need a specific kind of material to bolster them. The kids here need 
primary documents. Second-hand sources, those wouldn’t cut it here. Those are 
shitty. So, like I said, I've just been running into walls recently. The work load and 
the amount of research I have to do for these kids is insane. IN-SANE. 
Erica: Is this sort of stuckness specific to this placement? 
Kaiden: Definitely. I think it's this school actually. I mean, I definitely think it’s 
the school. This school has a lot to cover	
Erica: Can you say more about what you mean by that? 
Kaiden: I mean, these kids have to go from ancient Greeks to Enlightenment all 
the way to present day. So, it’s a lot. I’m stuck a lot during my planning…like 
down on my knees, I can’t keep doing this, sorta planning. 
Erica: Hmmm… 
 
The juxtaposition of these two back-to-back experiences, Beth’s and Kaiden’s 
(and the conversations around stuckness that followed), is intentional, not only for the 
disorientation that they produced in me as the researcher, but also because they highlight 
the differences between the kinds of stuck moments student teachers experienced at each 
placement (more on this later). Additionally, these vignettes accentuate the particularities 
around urban placements in NYC. Here, I insert a quick side bar to discuss the distinct 
nature of the New York City public school context. 
                                                
10 The student teacher was referring to Friedrich’s (2010) article, “Historical consciousness as a 
pedagogical device in the production of the responsible citizen.” 
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What is “Urban” (in NYC)? 
 Thanks, in part, to the legacy of Cartesian dualism, we often think in binaries, and 
teacher education is no exception. While perhaps a gross exaggeration, student teaching 
field placements typically fall along binaries as well: urban or suburban/rural placements. 
As mentioned in Chapter II, while the selection of field placement sites does not always 
fit neatly into these aforementioned categories, most urban SJTE programs—in alignment 
with their aim of serving students with the greatest needs—usually place their student 
teachers in urban public school settings. And while urban is often a code for poor, 
minority schools (Popkewitz, 1998) with zero-tolerance policies for school infractions 
(e.g., Infraction B09) and inhabited routines where walking through metal detectors, for 
instance, is simply a matter of routine (Billig, 2005; Pindyck, 2016), urban schools are 
not a homogenous category; they are one of variability and nuance. This is especially the 
case for New York City, home to the nation’s most segregated school system.11 
 Tale of two cities and two schools. Since this tale of “two cities”12 and “two 
schools” has been discussed and problematized elsewhere (see Anyon, 1980), I would 
like to add some recent contextual factors here. Depending on who you ask, over the last 
20 years, the city of New York purportedly made concerted efforts to ameliorate this 
“apartheid-like state” (New York Times Editorial Board, 2017) with Mayor Michael 
Bloomberg creating a school choice system where incoming middle and high school 
                                                
11 According to UCLA’s Civil Right’s Project, New York state has the nation’s most segregated 
public school system: “Over 90 percent of black students in the New York metro area attend majority-
minority schools—those with 50% or greater minority students” (Kucsera & Orfield, 2014, p. 36). Perhaps 
even more telling, is that around three-quarters of these students attend schools with student bodies that are 
at (or above) 90% minority students (Kucsera & Orfield, 2014). 
12 “A Tale of Two Cities” was Mayor de Blasio’s 2013 campaign theme and was intended to 
capture the growing divide between the city’s most affluent residents and the growing numbers of New 
Yorkers who felt were being “left behind.” Unfortunately, this phrase and binary, while evocative, is 
problematic precisely because of how limiting it is, for there are always more than just “two cities.” 
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students, regardless of their home address, could apply to a middle or high school of their 
choice, even if those fell outside their residential zones. Through this new system, middle 
and high school admissions began to be made through a variety of different means, such 
as school portfolios, on-site high-stake tests, interviews, recommendation letters, state 
standardized test scores, auditions. Little thought, however, was given to how most low-
income students of color, by the very nature of an already inequitable system, would 
continue to struggle or fail to be accepted into the better resourced middle and high 
schools. Critics were quick to point out that a parallel (or perhaps central) aim of this 
reform effort was to retain the largely White, middle-class populace in NYC public 
schools, or at least entice some of the “White flight” back into the city’s public 
institutions. As one could expect, this effort had severe consequences. At the expense of 
the most vulnerable, Bloomberg’s school choice system reinforced racial isolation and, as 
evidenced in these vignettes, helped create a set of elite urban middle/high schools (NYT 
Editorial Board, 2017) that further exacerbated the educational inequities of the nation’s 
most populous school district.  
Kaiden’s Elite Stuckness 
 As such, despite being placed in an urban public school, Kaiden’s stuckness did 
not bear the material-discursive inequities experienced by Beth, Harper, and Ben. Student 
teaching in an elite public school with small, accelerated classes of predominantly White, 
affluent students who circulated (largely unsupervised) through immaculate hallways and 
spacious classrooms with state-of-the-art materials (e.g., movable desk pods, interactive 
SMART boards) and an “intellectually rigorous” curriculum (Kaiden, individual 
conversation, 2/29/2016), Kaiden’s stuckness revolved around the material-discursive 
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inter and intra-actions (Barad, 2007) and effects of this elite space. Unlike Beth, Harper, 
and Ben’s trials and tribulations around classroom management, Kaiden’s stuckness, for 
example, typically occurred outside the walls of the classroom, often during his lesson 
planning. “Shocked to his knees” about how “smart” his students are, Kaiden’s “insane 
amount of research” and finding the “right kind of materials” constituted his stuck 
moments. William and David, student teachers at other elite public schools, experienced 
stuck moments that bore traces similar to those of Kaiden’s. According to David: 
I find that most of my stuck moments happen in the process of creating, creating 
the lessons and the content, especially because I have a totally unsustainable way 
of creating unit plans which I will need to change as soon as I become a real 
teacher. Because it takes me, like, two weeks to plan one lesson. It’s like Genesis 
in the Bible where in order to have creation, you need to have just like total chaos 
first. I mean like total chaos, destabilization, an identity crisis of sorts. It’s almost 
as if I need to have at least one existential crisis per unit plan, where I question 
everything that I've ever believed in, even myself, and then suddenly when I'm not 
even thinking about it, it finds order. (David, individual conversation, 4/1/2016) 
 
Relatedly, for William, his stuckness centered around “how to teach ALL this content in a 
40-minute lesson,” or “how to teach in dynamic and creative ways” (individual 
conversation, 4/4/2016). In our individual conversation, William’s body fidgeted 
uncontrollably—almost as if he had been over-caffeinated—as he expressed “how much 
we have to cover in this school. So, it’s lots of sleepless nights of researching content and 
also trying to think of ways to teach this stuff, in ways that the school will approve of.” 
William’s comment and bodily gestures around “teaching in ways that the school will 
approve of” was explained in further detail in his stuck moment entry:  
My second stuck moment came in an interaction with my CT. We were preparing 
a lesson on the Song dynasty, and I thought that I had created a pretty well 
meaning, intentional, and solid, lesson plan. I was going to do this, then this, and 
then that. But when I started to begin, I saw her face continue to diminish in a 
look of concern, judgment, and disappointment. She started asking what point I 
was trying to get across with that question, telling me that the wording of such 
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and such was awkward, and finally that there was no actual point to the lesson. I 
froze. I was too angry and embarrassed to be able to think and communicate what 
I was trying to get at. I was too frustrated that my lesson, which had been deemed 
good and acceptable in my previous placement, was so ripped apart and discarded 
here. I was ashamed. (William, stuck moment entry, 2/28/2016) 
 
As I mention in the next chapter, William’s stuck moment calls attention to student 
teachers’ desire for mastery as well as their need for recognizable success—a success that 
appeared to hinge on the verbal approval and/or satisfaction from their CTs and/or 
students at particular school sites. William did not seem to recognize, however, how his 
own stuck moment (i.e., his frustration at his CT for “discarding” a lesson that was 
deemed “acceptable” at his previous, lesser-resourced placement) worked to both 
constitute and reify deficit discourses around urban schools, where mediocrity (on behalf 
of the teachers and/or students) often goes unchallenged (see Hill & Celio, 2010; Milner, 
2007). Nonetheless, William’s comment also points to the comparisons that student 
teachers kept making throughout the study, a point to which I now turn. 
“Here” vs “There”: Dialogues of Comparison 
 As previously mentioned, many of the student teachers in this study experienced 
drastically different placements over the course of the academic year, placed in an elite 
urban school for one semester and a less resourced school during another. While this is 
not meant to invoke a binary or imply that all elite (and/or less resourced schools) are a 
homogenous group, what I want to highlight is the range of differences across student 
teachers’ sites and how they led to dizzying (dis)orientations for both me and the student 
teachers who switched schools halfway through the year. This switch, and the frequent 
verbal comments and comparisons that student teachers made between their placement 
sites (either in the group or individual conversations), illustrate how the materiality of 
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sites, or the discursive and material, significantly impacted student teachers’ stuck 
moments. Unfortunately, because I had initially under-theorized the role of space and 
materiality—and because I had not observed student teachers at their placements during 
the fall 2015 semester—I did not viscerally sense or feel the effects of these varying 
materialities. Furthermore, as a student teacher supervisor in a separate program who had 
supervised in the same six schools for numerous years, I was already largely familiar (but 
weary) of student teachers comparing placements: “Well, at my last placement, we did 
this,” or “It was different there.” Generally, I would simply dismiss such talk as normal 
(or as an expected part of transitioning between sites), but most often, I would often 
discourage it: “Comparing is not helpful!” Ironically, it was not until I began to assemble 
the first wunderkammer for this study, where I had to frequently manipulate the data to 
make it “fit” into a specific spot, that I became attuned to the force of space and matter, 
and more importantly, to the role they played in shaping stuckness. 
  Since each wunderkammer (and its multiple iterations/stagings) took several 
hours to construct, I began (quite literally) to “know” the data, particularly the transcribed 
conversations. After spending hours upon hours reading and working through the 
transcripts, I became so familiar with the physical form and format of particular pieces 
that I could tell exactly which transcript I was looking at with just a quick glance. If the 
document, for example, consisted of long, uninterrupted pieces of text, I knew it was 
probably Kaiden’s, for he loved to talk and I mostly listened. If the transcript, on the 
other hand, looked like a series of (textual) rungs on a ladder, I knew it was Ben’s, for our 
conversations were much like a tennis match: I would serve a question; he would return it 
with a quick reply. I would volley with a follow-up question, and he would slam it back 
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with a short reply. Alternatively, if the transcript consisted of evenly and equally 
dispersed chunks of text, I knew it was probably David’s, since our interviews were more 
like a conversation. And finally, if the document was peppered with phrases such as 
“inaudible” or “listen to again,” I knew it was likely Harper’s, as her soft voice made it 
difficult to transcribe.  
 Despite my intimate knowledge of the transcripts, however, my familiarity 
became blurred when—to make the data pieces fit within the allocated boundaries of the 
wunderkammer and the camera’s viewfinder—I began to layer and fold the individual 
pieces. Through this process of folding and layering, the transcripts’ physical layouts and 
formats were no longer easily visible and/or discernible, and thus, I became un-familiar 
with the data once more. Therefore, to determine both the content and the source of the 
transcripts, I had to carefully re-read what was on the page. Through this literal close 
reading, previously unnoticed matter began to glow (MacLure, 2013). Specifically, I 
became attuned to how particular words such as “here” and “there,” or “these kids” and 
“those kids,” “before” and “now,” peppered student teachers’ talk. I began to note how, 
largely unprompted, student teachers often made comparisons between their two student 
teaching placements and/or referenced how their stuckness differed. This, once again 
alerted me to the importance of a site’s materiality in shaping student teacher’s stuckness. 
Below, I include some excerpts. Unless already emphasized by the speaker though either 
a bodily gesture or voice intonation, I italicize words that make reference to particular 
spaces or sites (e.g., here, there) to help this glow for the reader. 
Erica: Can you tell me a little but more about your stuck moments? 
Ben: Well, here my stuck moments were the type of stuck moments that have to 
do with the students' lives outside of the classroom. They were stuck moments 
that…well, the percentage of pregnancies for instance, teenage pregnancies in this 
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school was much higher. Here [original emphasis], most of the students are foster 
kids or their parents are in jail. So, there is so much going on. And for me, these 
are like serious stuck moments that come up. Trying to deal with this in the 
classroom as we teach. Because students share as you're teaching, you know, and 
sometimes you're struck by… 	
Erica: Stuck by what?  
Ben: What should I do? Yeah, like, “My friend was shot” or “My dad is in jail and 
I never see him.” And, and “I got dumped” or something. 	
Erica: Mmmm…	
Ben: So, yeah, yeah, they’re like real life problems. And those are like intense 
stuck moments. (Ben, informal conversation, 3/7/16) 
 
David: My stuck moments have changed actually…especially when I came here 
[original emphasis]. I think my stuck moments before [at previous placement] 
would be like, fuck, my student is homeless. What do I say to them? Do I even try 
to make them feel better? How do I support them? But here it's like, how do I 
create curriculum? I mean I still had the “how do I create curriculum” problem 
there, but . . . here, you don’t deal with those holy shit problems. And part of it is 
not because those things don't exist here, but because they're like . . . they're more 
invisible. They're not talked about. They're more privatized here. The students 
have to deal with it themselves. Which, I mean, my CT told me there was an 
epidemic of depression in this school in anxiety disorders and partly it's because 
it's an elite public school. But there have been other moments, too. Like 
plagiarism cases or like chronic plagiarism cases.  
Erica: I’m sorry, where was this?  
David: Just here. 
Erica: Here as in the school we are in right now 
David: Yeah. Dewey High School. 
Erica: Ah, ok. 
David: Like, and this is kind of what I loved about the kids at HS 99 [previous 
placement]. Like, they would never plagiarize anything, you know? Because if 
they weren’t going to do something they would just throw that shit out. They'll 
just . . . they won't even pretend, and you can actually have a conversation with 
them about it because they're like real about it. And they're like, “Yeah, I didn’t do 
the assignment cuz I was skating,” or something. And you're like, “All right, that's 
a good activity, too. I hope you had a good time skating. Let's talk about how we 
can get you back on track or something.” Whereas here, they might have still 
gone skating, but they'll get home at like two in the morning and be copying and 
pasting online things. (David, informal conversation, 3/7/16) 
 
As sensed through the use of particular language (here vs. there, before vs. now; these 
kids vs. those kids), student teachers were eager to make comparisons between their stuck 
moments and disclose how their stuckness changed depending on their school placement 
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site. Rather than make connections (MacLure, 2013) between/across placements—
connections that could help participants push back against sedimented representations of 
urban schools—student teachers engaged in what I call dialogues of comparison between 
their two school sites. In fact, it was almost as if student teachers were making sense of 
their stuckness by informally coding13 their experiences, a practice that not only identifies 
certain categories or codes, but also works to remove complexity and reinforce 
hierarchal, fixed relations among the codes, or in this case, between placements, students, 
and/or cooperating teachers: “these kids need different material from those kids”; “these 
kids have different problems than those kids”; “this school has more to cover than that 
school”; “this CT versus that CT thought my lesson plan was unacceptable,” etc. As I 
will explain in Chapter VI, this coding/comparison was actually quite harmful for—as a 
cadre of mostly White (and therefore, privileged) student teachers entering predominantly 
non-White spaces—these statements often carried underlying judgments that constitute 
(and fuel) deficit perspectives of urban schools (e.g., “these kids are ‘smarter’ and/or 
‘more capable’ than those kids”; “these schools are better than those schools”; “these 
kids deserve better materials than those kids”; “these students/CTs have higher 
expectations that those students/CTs,”). Such judgments not only work to “dissect the 
lives of others” (MacLure, 2013, p. 168), they also allow participants to preserve their 
own “secret self” (Miller, 1988, p. 162), or what I argue is, their own Whiteness. 
 I contend that these “dialogues of comparison produced “unexpected intensities 
[and] peculiar sites of indifference” (Grosz, 2001, p. 58) that highlighted precisely what 
                                                
13 For Deleuze and Guattari (1987), “coding” is often associated with territorialization, or the 
production of (semiotic) fields of meaning that “produce reality” and create “systems of order that are 
never culturally or politically innocent” (MacLure, 2013, p. 167). 
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was “absent,” yet was nonetheless intra-acting (Barad, 2007), or constituting and 
animating, student teachers’ stuckness: issues around race and racial inequity. In other 
words, by using phrases such as “these kids, those kids” (among others) historicized and 
color-blind discourses permeated participants’ talk about particular school placements 
and not only mingled with each site’s materiality (i.e., the physical and the discursive), 
but also shaped student teachers’ stuckness and worked to perpetuate notions of White 
supremacy (Childers, 2013) that work against equity and justice 
Conclusion 
 To briefly conclude, the material-discursive forces of particular school spaces 
acted as an encounter that—to use a Deleuzian (1994) phrase—“forced [me] to think,” or 
rather sense, how materiality is both an inciting and inhibiting force that shapes student 
teachers’ stuck moments. To be clear, my intention here is not to argue that the material 
conditions of particular urban schools matter because they support particular discourses 
around urban schools—for as we saw with the above examples, elite sites troubled these 
notions—but because matter comes to matter through the iterative intra-actions, or 
mutual constitutionality between the two (Barad, 2007; Childers, 2013). This brings up 
several implications for SJTE programs.  
 Specifically, I contend that SJTE need to help student teachers reconsider their 
existing assumptions around what constitutes an urban school, including those schools 
that are most marginalized (like Beth’s school) and those that play the role of 
marginalizing others (such as Lincoln and Dewey High). Additionally, student teachers 
need to think about how urban schools, and the stuckness borne in and through such sites, 
can work to maintain or disturb the inequities that permeate these institutions, as well as 
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keep the force of race far away. Third, it will behoove SJTE programs to think about 
space (such as school sites) not just as an attribute or outcome of social processes (Soja, 
2011), but as a force that is both agential and affective (Childers, 2013, original 
emphasis). In other words, the materiality of the various school sites was not only 
agential because it generated different kinds of stuck moments and decentered the 
(human) student teacher as the locus/source of stuckness, it was also affective because it 








V—WUNDERKAMMER II: LEARNING DISCOURSES AT WORK  
Dear reader, please begin your “intensive reading” (Deleuze & Guattari, 1987) 








Stuck Moment Assemblage 
 I conceptualize stuck moments as an assemblage of bodies (both human and 
nonhuman) that is animated by affective, discursive, and material forces. In Chapter IV, I 
suggested that the materiality of a student teacher’s field site (i.e., the physical and the 
discursive) plays a considerable role in shaping student teachers’ stuckness. In this 
chapter, I contend that in addition to field placement sites, student teachers' need for 
teacher/teaching mastery and their conflicted desire to have an impact on students 
Table 3 




1 Stuck Moment Assemblage Researcher Creation 
2 “Lots of stuff to learn, learn, learn!” Conversation Transcript from Wunderkammer Gallery #1 
3 
“Why isn’t this easy for me?” 
Photograph & Conversation Transcript from Wunderkammer 
Gallery #1 
4 “This is a FOREVER thing!” Conversation Transcript from Wunderkammer Gallery #1 
5 “What’s my impact?” Effaced annotation Wunderkammer Gallery #1 
6 Wine Spill over Stuck Moment Entry Photograph from Wunderkammer Gallery #1 
 
  
further constitute the stuck moment assemblage. Specifically, I argue that participants’ 
desire for mastery and impact bear vestiges of what Gert Biesta (2005, 2006, 2011, 2012) 
calls learning discourses. With their penchant for learning (i.e., mastery), normative 
teacher identities, measurable goals, and telos-driven progress narratives, among others 
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(e.g., Biesta, 2005, 2006, 2011, 2012; Lewis, 2011; Wiegman, 2012), these dominant (and 
dominating) discourses rub against the uncertain and tenuous work of social justice (see 
Chapter VI). Through this chapter and the next (see Chapter VI), I describe how the 
dynamic confluence of these forces, spaces, intensities, and bodies generate negative 
effects that often pull student teachers back into normative conventions of teacher and 
teaching, not only countering the justice work they are trying to enact, but also working 
to undo them in the process (see Chapter VII). 
 I provide a visual graphic of the stuck moment assemblage (see Figure 25). Given 
that an assemblage is a constantly moving process versus a thing (see Chapter II and III), 
I recognize that this static re-presentation is largely reductive, and therefore, problematic. 
Its inclusion here is for heuristic purposes only. Additionally, while stuckness’ 
constituting elements (e.g., a desire for impact, a need for mastery, and the perceived 
aporias, or impossibilities, of critical/justice work) are bound(ed) within separate 
columns, they should not be considered as discrete or independently-working elements. 
Since I conceptualize stuckness as a mobile entanglement that is continually moving and 
unfolding from one moment to the next (e.g., Dernikos, 2015; Renold & Mellor, 2013), 
these components leak, connect, seep with/against/through each other, though they are 
not all (or always) present/working at any given time. Because assemblages are 
connected to/with other assemblages, intensities, forces, and convergences, each stuck 
moment is unlike any other. As such, my intention here is not to prescribe or dictate how 
stuckness happens, but rather to describe the ways in which particular bodies, material, 
affective, and discursive forces can and do come together to produce what a student 




Figure 25. Stuck moment assemblage. 
 
Jumping Into Middles 
 This chapter works through retrograde: I begin with my final finding1—the 
infiltration of learning discourses in stuckness—and then work backwards to demonstrate 
how it was there the entire time, generating, animating, and sustaining the various 
elements of the stuck moment assemblage. However, in line with my theoretical 
framework that eschews linear notions of directionality, and Deleuze and Guattari’s 
(1987) assertion that there are no beginnings or endings, only middles, let us consider this 
an opportune middle. 
  At first, identifying the components that animate student teachers’ stuck moments 
did not prove too arduous a task. Some constituting elements, such as participants’ field 
                                                
1 I write final findings tenuously. First, findings are not things waiting around to be 
discovered/found (as if such a thing were possible); they are inevitably constructed, contingent, and 
always-evolving interpretations. Second, the interpretations presented here are not (and never will be) final; 
they are necessarily partial and incomplete. 
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placement sites, literally grazed me as I squeezed through metal detectors at school sites 
(see Chapter IV), while others—such as the desire to make an impact or achieve 
teacher/teaching mastery (this chapter)—were more latent, conjuring bedeviling 
sensations that would linger awkwardly, but persistently, throughout the analysis process. 
And while the identification of these elements was a fruitful middle (Deleuze & Guattari, 
1987), my understanding of stuckness was largely inchoate. After all, because an 
assemblage is not simply a group of disparate things (e.g., a site placement, a desire for 
impact, a need for mastery), but a continuously shifting process, I was still unable to 
describe how the stuck moment assemblage was working. As such, I found myself 
incessantly besieged by gnawing, thorny questions: how was it, for example, that a cadre 
of predominantly White, male, secondary education candidates both crave 
teacher/teaching “mastery, yet—at the same time—consider teaching to be impossible? 
Similarly, why did participants, despite being able to articulate the “unfair and unrealistic 
expectations put on teachers” (David, 4/3/2016) and the systemic issues that often work 
against justice and equity in schools (e.g., institutional racism, continued school 
segregation, and harmful accountability policies), all of a sudden read their own 
stuckness as a sign of personal failure (see Chapter VII)? And finally, if stuckness was 
considered a failure that was “frequent and inevitable” and that produced physically 
painful effects (see Chapter VII), why did student teachers continue into the teaching 
field? These questions, alongside other paradoxical noticings, alerted me that something 
else was haunting the stuck moment assemblage; some-thing that hovered on a different 
frequency, yet impacted stuckness in palpable and significant ways.  
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 In this chapter, I argue that student teachers’ conflicting, yet likely non-conscious 
attachment to discourses of learning (Biesta, 2005, 2006, 2011, 2012), coupled with the 
negative eaffects that become sparked when this regime (Deleuze, 2006) is troubled or 
disturbed, is a constituting and constitutional element of the stuck moment assemblage. I 
use the word non-conscious to emphasize how student teachers were largely unaware of 
their own deleterious attachments to these discourses. After all, this paradigm has become 
such a commonsensical given (Deleuze, 2002) in the world of education that it is rarely 
noticed or questioned. In fact, it was not until one of my last wunderkammern mappings, 
created with the intention of keeping “meaning on the move” (Jackson & Mazzei, 2012), 
that a new and serendipitous arrangement of data drew my gaze to a trio of seemingly 
insignificant words at the end of a transcript (learn, learn, learn!) and forced me to 
consider how these discourses were working to shape, generate, and intensify student 
teachers’ stuckness.  
“Lots of Stuff to Learn, Learn, Learn!” 
William: I think the one thing we haven’t experienced yet, but will be hard for all 
of us, is when we feel like we don’t help people. 
Kaiden: Ohhh… 
[Collective ummms] 
Beth: I feel like that a lot, actually. 
William: Well, actually, yeah, me too. Sometimes I don’t feel like my kids even 
listen to me, but…  
Beth: I mean I had a student today who came to say goodbye to me. She said, 
“Miss! Miss! You know I don’t come to school on Fridays. Plus, it’s going to be 
nice out tomorrow, so I’m not going to come.” And I’m like, [using a sarcastic 
tone] “Shocking, Alex, shocking.” But then, I just looked at Alex and said, “Alex, 
you n-e-e-d [long, drawn out emphasis] to graduate high school.” I said to her, 
“Look, Alex, I don’t know who is going to say this to you, but I'm leaving 
tomorrow [referring to leaving school placement] but you n-e-e-d to graduate 
high school. You are going to do amazing things. I do not know what you are 
going to do, but you need that piece of paper [high school diploma] behind you. 
You don’t need a GED cuz you’re smarter than that, but you need that piece of 
paper.” And Alex was like, “But Miss! A GED is the same thing! Plus, no one 
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cares!” And…and…and like…all of a sudden [Beth pauses, clasps hands in her 
lap, and looks down momentarily]. And…all of a sudden, it like hit me, you 
know? [Beth puts both arms, crossed, over her chest]. I realized that what I’m 
doing is not helping her. And the system is also not helping her cuz the fact that 
her Dominican high school credits don’t count here means she has to take all 
these classes again. And like, it… [heavy sigh] it fucking suuuucks because I’m 
not helping her, my teaching isn’t helping her, nothing I’m doing is helping her. 
She’s not learning anything and she is like 18 years old. So, then I am like, “You 
know what, Alex? I agree. You don’t need to be here. I’m not helping you. I’m not 
teaching you anything.” And she is one of like seven students in a similar 
situation.  
David: But like…. the fact that you give a shit and that you care is something 
they [referring to students] can feel, you know? And regardless of whether or not 
you think you’re helping them, the fact that you care is a fucking big deal too.  
[Brief pause]. 
Harper: Sometimes I wonder to what point the system is so fucked up, from the 
school to prison pipeline, to security officers who called the cops on a kid 
yesterday, or like the fact that my principal is a big bully and racist… At what 
point… [Harper pauses and then lowers her voice as if trying to emphasize what 
she is about to say] … at what point is us being in the system, a tacit approval of 
system? And I don’t think that’s strong enough for us to leave education, but if we 
can all agree that the system is failing kids and yet we are all a part of it, what 
does that mean for us? 
[14 seconds of silence] … 
William [Straightening his spine and loudly exhaling]: Way to drop a bomb on 
us, Harper…. 
Ben: [Looking down, almost as if avoiding eye contact with the group]: Yeah… 
Kaiden: And not to leave on that note, but I do have to run. I have to finish 
prepping for my final lesson tomorrow on robber barons. [Kaiden changes the 
pitch of his voice so that it is higher, more “cheerier” sounding]. Lots of yummy 
stuff to learn, learn, learn! 
(Wunderkammer Gallery #2 Conversation) 
 
Like a detonated bomb that releases concentric circles of energy, Harper’s question, “At 
what point is us being in the system, a tacit approval of system?” blasts through the 
participants, shocking their bodies into a series of different, seemingly involuntary, 
movements: eyes widen, mouths drop open, chests rise and freeze, and heads temporarily 
tilt backwards before I see some shoulders suddenly collapse inwards, leaving the group 
to look like stunned (and stunted) heaps in their chairs. During the 14 seconds of charged 
“stillness” (Bennett, 2010), I look around at the participants, but none of them return my 
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gaze; a few of their eyes are downcast, as if they are either thinking or processing 
Harper’s question. Many look uncomfortable, almost ashamed. The silence overwhelms 
the room and presses heavily on bodies. While the human bodies appear momentarily 
paralyzed, the atmosphere of the room swirls and vibrates with the a/effects of Harper’s 
statement, on the cusp of coalescing into some-thing else, as if waiting for a body (human 
or not) to tip it into becoming. William leans his head back against the wall and closes his 
eyes; he takes in a deep inhale. Ben stares at the clasped hands in his lap. Beth scrunches 
her lips and fixes her gaze by her feet, appearing deep in thought. David wraps his arms 
around his bent legs, bringing them closer to his chest and rests his chin on his knees. 
After what feels like an interminable pause, William interrupts the silence by 
acknowledging (almost disapprovingly) the effects of Harper’s question: “Way to drop a 
bomb on us, Harper.” Almost instantaneously, the charged atmosphere dissipates and the 
participants’ bodies appear relieved. Breathing seems to return to its usual rhythms, and 
we all begin to clean up as we realize that we have gone 13 minutes over the allotted 
time.  
 Through the various stagings of my analytic wunderkammern, it was typically 
Beth’s “all of a sudden” realization and/or Harper’s comment (i.e., “If we can all agree 
that the system is failing kids and yet we are all a part of it”) that would usually hold my 
attention, not just because of what they both signified, but because of what they did (i.e., 
how they worked): the affective intensities they generated, the bodily responses that were 
incited and/or inhibited, the transient atmospheres that momentarily fused, and in 
Harper’s case, the 14 seconds of silence that followed her question. As I previously 
mentioned, these particular exchanges (alongside others) helped me to sense the 
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paradoxical forces, affects, bodies, and relations that compose (however, temporary) the 
stuck moment assemblage: the need for particular forms of mastery (e.g., “Alex, you 
need to graduate high school), the desire (and futility) of having an impact on students 
(e.g., “I’m not helping [Alex]”), juxtaposed with the aporias of critical/justice work, 
including how teaching for social justice might actually be complicit with injustice (e.g., 
“At what point is us being in the system, a tacit approval of system?”). And while I 
unpack the nuances of this powerful vignette across this chapter and the next, what I 
often overlooked, Kaiden’s “learn, learn, learn,” showcase the infiltration of learning 
discourses in student teachers’ stuckness. 
Infiltration of Learning Discourses 
 But what exactly are learning discourses? According to educational philosopher 
Gert Biesta (2005, 2006, 2011, 2012), learning discourses refer to the dominant 
educational model that equates education to learning. More specifically, it involves the 
“learnification” of educational discourses and practices, or the tendency to refer to 
education as “teachingandlearning” [sic]; view teachers as “facilitators of learning,” 
students as “learners”; and conceive of schools as “learning environments” or “places for 
learning,” among others (Biesta, 2012). For Biesta (2006), this learning paradigm has 
ushered in a number of consequences; chief among them, “reducing” education to 
learning: a fundamentally individualistic and individualizing process that is fixated on 
identifying what learners can (or must) “master” (e.g., specific goals, objectives, or 
learning targets) and then measuring what it is that students can or cannot do (e.g., 
creating assessments) to assess whether or not those predetermined outcomes were 
achieved. Under the penumbra of this discursive regime (Deleuze, 2006), education 
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becomes an economic transaction where the student (i.e., learner) is the (potential) 
consumer with particular needs, and the teacher and/or school are the service providers 
(Lewis, 2011). Within this framing, the learner is often constructed in terms of a lack or 
gap (Lewis, 2011)—as someone who is “not yet complete…not yet knowledgeable, not 
yet skillful, not yet competent, [and] not yet autonomous” (Bingham & Biesta, 2010, p. 
134). Meanwhile, the teacher—with their mastery of a particular body of knowledge and 
skills—can fill or fix these deficits (i.e., make a measurable impact) so that the learner 
can fulfill their potential (Lewis, 2011) and become a productive citizen (Biesta, 2005).  
 If we look back at the opening vignette, we can see and feel the traces of this 
learning paradigm in Beth’s reported exchange with Alex. As the skillful, knowledgeable 
teacher who knows (Bingham & Biesta, 2010), Beth pleads with Alex to keep attending 
school because she “n-e-e-d[s] that piece of paper” (i.e., diploma). Implicit in Beth’s 
remark is that Alex is lacking in some way and that schooling (or rather, the attainment of 
a high school diploma) will allow Alex to become complete, or, as Beth says, “do 
amazing things” (Beth, 4/21/2016). And while the meritocratic discourses and White 
savior complex that Beth invokes initially surprised me—after all, in previous discussions 
she had significantly troubled these—this short conversation calls attention to the ways in 
which the learning paradigm affectively pushes and pulls on participants and their 
stuckness, with student teachers both embracing and troubling these discourses, 
sometimes even in the same breath! And yet, apart from Harper’s bomb drop (explored in 
greater detail in the next chapter), the student teachers (and I) did not necessarily notice 
the ways in which this paradigm was reverberating (and working) in/through stuckness.  
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 Through a collection of particular data pieces, this wunderkammer explores how 
participants’ anxieties around achieving teacher/teaching mastery (i.e., worrying about 
why teaching wasn’t “easy” or “easier” for them), along with their desire to have a 
(measurable) impact on their students, illuminates how learning discourses infiltrate 
student teachers’ stuckness, working to both constitute and intensify their stuck moments.  
 Need for Mastery: “Why Isn’t This Easy For Me?” 
 During the first wunderkammer gallery, participants gathered to discuss stuck 
moments, both their own and each other’s. Although I started off the discussion with a 
“talking invitation” that was intended to elicit “free associations” (Hollway & Jefferson, 
2000, p. 33), the conversation meandered in unwieldy and patchy ways. Participants 
spoke about what they noticed, how they felt, the stuck moment entries they “connected 
with” (Beth, 2/21/2016), and the questions they raised, among others. During particular 
points, the conversation seemed to take on a life of its own, picking up speed and energy, 
with participants’ bodies almost lurching forward in their chairs as they raced to add their 
contribution. One of conversation’s “hot-spots” (MacLure, 2013) centered around the 
misrepresentations of the perfect teacher and the frustrations around why teaching was 
“hard for them,” but seemingly easy for others:  
Kaiden: [Heavy sigh]2. I don’t know whose stuck moment it was since there 
aren’t any names, but there was one that had the image of the perfect teacher on it.  
[Kaiden walks back over to tables where the stuck moment entries are set up, 
picks up the printed document and points to the image and annotation so that 
everyone in the group can see it; see Figure 26].  
                                                
2 Here and throughout, I use italics in conversations for two reasons: (a) to highlight additional 
happenings/noticings (e.g., student teachers’ accompanying actions, my own field notes), and (b) to 
emphasize particular words or phrases that participants enunciate in different or more emphatic ways. 
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[There is flutter of responses among the group as Kaiden shows the 
picture:“Mhmmmsss”; “Oh, yeah!”;“Ugh, that one!”;“Yup!”]. 
Kaiden: And legitimately, it’s the one right here, [Kaiden points to the picture], 
the cover of this textbook. And it makes me mad because it seems so…it seems 
so…well, one of you wrote here on the side, “effortless” [Kaiden uses his fingers 
to make air quotes]. So it makes me both worried and mad when I see that, or like 
when I see and hear about a teacher who seems to have his shit together and who 
goes home at night and cooks a nice meal with his family and gets to go to bed at 
a reasonable hour, which I’m sure is not the case, or if it is the case, then they’re a 
freaking genius.  
Beth: Or they teach in the suburbs…. 
Kaiden: [Giggling] Yes, exactly! Or they teach in the suburbs…. 
Harper: Or, they teach the same class for 20 years…. 
[“William begins to nods his head emphatically.” (FN, 2/21/2016)]. 
Kaiden: Uh huh, or that! Or teaches in a place where everyone has some sort of 
skeleton in their closet… 
[Laughter from the group…] 
Kaiden: But you don’t see that, or it doesn’t get represented. Most of the time 
when I talk to other teachers, they talk about the good stuff that is going on in 
their classrooms, and then you have these textbooks we find in our classrooms or 
these articles that we read for class that say ‘This is what good teaching is!’ 
[Kaiden raises both his arms above his head and does “jazz hands”]. And that’s 
great to know, or, I mean it’s good that there are people who are doing well and 
that textbooks have pretty people on the front cover, or whatever, but it’s actually 
horrible because you think, why is this so hard for me, right? And I just get so 
worried. Or, like, why am I behind, or why do I not feel prepared enough? Or 
maybe it’s because I don’t know everything about this topic or like maybe it’s 
because this lesson isn’t extremely good, or whatever. And so I think I get stuck in 
a big way when I am sitting in my bed in the mornings and I am like why is this 
harder for me than it is for everybody else? And I don’t think it’s harder for me 
than for everybody else but it’s only because everybody else keeps 
misrepresenting that it’s easy, you know? 
William: Yeah…Totally.  
Harper: Mmmhmmmm. 
[David finger snaps in agreement]. 





Figure 26. Stuck moment entry and participants’ annotation. 
 
 Just as students in urban schools internalize labels, discourses, and presumptions 
of failure (Nygreen, 2013), student teachers, by the very nature of having been students in 
schools for over 12 years, also internalize the historically contingent professional 
languages, discourses of learning, defining images and expectations of what it means to 
teach and/or be(come) a teacher (e.g., McWilliam, 1999; Pindyck, 2016). As seen in the 
above conversation, student teachers were able to easily articulate the normative (and 
problematic) constructions around the “perfect teacher”—an experienced, presumably 
White,3 middle-class individual who teaches the same classes in the suburbs—as well as 
identify the associated expectations around teaching: It is easy! And while this perfect 
teacher was not necessarily who they wanted to be/become, student teachers were 
agitated by their elusive success, or lack of mastery, of this supposedly easy thing. As felt 
in Kaiden’s query to his peers, “Why is this so hard for me?,” the annotation, “why isn’t 
                                                
3 Significantly absent from this conversation is that this perfect teacher, like the majority of the 
participants in this study, is most likely a White teacher, teaching in the suburbs to predominantly White 
students. However, race is never mentioned. The absence of talk around race, both here and elsewhere, is 
something I will return to in Chapter VII. 
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this easy for me=so many of my stuck moments,” and student teachers’ head nods and 
verbal affirmations, participants were viscerally perturbed by why teaching wasn’t easier. 
In fact, many of stuck moments displayed that night were laced with worry and 
disquietude around student teachers feeling like they did not have, or might never achieve 
(i.e., master) some of the normative teacher characteristics that they found problematic. 
They include: 
Being a “professional” (i.e., not showing emotions): 
 
How does a good teacher keep their emotions from the outer world, in check, 
controlled, and under wraps when in front of students? Today bothered me 
immensely and shook my foundations. I was shocked by inability to 
communicate, and my inability to prevent emotions from the outside world into 
the classroom. It scared me. I realized that I couldn’t let that happen to me again. I 
was stuck and completely embarrassed at the level of professionalism that I could 
not show that day. (William, stuck moment entry) 
 
Being in control of the class: 
 
Sometimes I think about my struggles with behavior management…and I think 
that I won’t ever learn how to do it. Sometimes I think my personality is not 
forceful enough. That I'm too quiet to really connect, and that students will never 
respect me enough to listen. (Beth, stuck moment entry) 
 
I spend an amazing amount of time being stuck. I am constantly worried about not 
being prepared and not ever mastering this whole classroom management thing. 
(Beth, stuck moment entry)  
 
Possessing the right kind of personality: 
 
I worry I don't have the right personality. I worry about being boring. I worry that 
I can't be charismatic and personable and keep 30 middle schoolers engaged and 
focused. It feels like a character flaw. Maybe I can never be a good teacher. I 
worry that my anxiety and shyness keeps me from being someone worthy of 
respect. I worry I'll never figure it out. I just worry. (Harper, stuck moment entry). 
 
I worry about not knowing enough, or being integrally flawed, especially in 
regards to me being too shy, too anxious, too awkward, or not charismatic 




 As evidenced by these examples, the normative expectations around who teachers 
are/should be (and that it should be easy), work as an “affective conductor” (Puar, 2011), 
shaping/generating stuckness and funneling student teachers’ worry and disquietude in 
particular ways. However, since worry is never neutral, extends relationally, and 
permeates the social to produce particular spaces and identities (O'Donaghue, 2006), I 
argue that these negative affects not only highlight student teachers’ attachment to 
learning discourses, but they also work to secure this paradigm’s dominance across 
educational institutions (both schools and university-based SJTE). After all, the learning 
paradigm, and its articulation/identification of conventional teacher identities and 
expectations around becoming teacher (e.g., It should be easy!) rely on the affective 
investments of student teachers to secure its territory. These affective investments can 
include fear or shame about not being “it” (i.e., their idealized teacher self), worry or 
disquietude that they might not master it (i.e., teaching), envy of those for whom teaching 
comes easy, among others. Over time, these identity territories and expectations of 
mastery become sedimented, govern modes of being and thinking, and communicate 
what is (or is not) acceptable, as well as what should be (Roy, 2003). Meanwhile, the 
“machinery,” or workings, of this learning paradigm become obscure, coalescing as 
commonsensical given.  
Stuckness/Learning to Teach as a Forever Thing! 
 Like common sense, learning discourses organize the world of teaching according 
to fixed, normative identities (e.g., a good teacher, a good student), and they also cement 
spatiotemporal coordinates (Lesko & Talburt, 2012) regarding how one becomes such a 
teacher. Within this paradigm, the process of learning to teach is typically framed as a 
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relatively linear, predictable path with predetermined start and end points. Learning to 
teach, for example, is something that student teachers do here (e.g., in their field 
placement site and SJTE program), now (e.g., during their program coursework and 
student teaching), and that culminates at a particular point in the future (e.g., when they 
graduate or get a job). However, when this temporal, linear process is shattered, the 
negative affects in student teachers’ stuckness becomes amplified:  
William [Clearing his throat, nervously shifting in his chair, and then lowering 
his voice to a whisper, as if he is about to spill some secret]: The one thing that I 
am kind of wondering is, in what ways are all these moments um….um, what I 
mean to say is… are we trying to convince ourselves that these moments are just 
during our student teaching or… 
Kaiden: Oooohhhh! [Kaiden, sensing what William is about to say, finger snaps 
and then mimics a “mic drop” with his right hand]. 
William: Or, are these stuck moments going to carry on throughout our entire 
teaching career? 
Kaiden: Such a good question… 
Harper and Beth: Ooooooo. [“Beth and Harper giggle as they say ‘Oooo,’ but 
their side glances and almost instantaneous straightening of spines suggests that 
there might be some fear or discomfort beneath their laughter.” (FN, 2/21/2016)]. 
William: I mean, for me, that was the thing that was keeping me going, you 
know?  Like, I’ll get over it. Like, all this stuckness, I’ll figure it out, this isn’t 
going to carry on through my entire teaching career. But as I’m sitting here 
reading all of our stuck moment entries, I’m like, [loud voice] AH SHIT! THIS IS 
A FOREVER THING! [Hands up in the air as if in surrender. William settles 
back into his seat, looking defeated, with his shoulders hunched]. 
Harper: It’s funny that you say that, well not funny, but you know what I mean. I 
actually just said that my entire life right now seems to be a stuck moment… 
William: Uh oh!  [Soft giggle…] 
(Wunderkammer Gallery #2 Conversation)  
 
Any future-oriented hope that stuckness is temporal—merely a “student teaching 
thing” (Beth, 4/22/2016)—quickly dissipates as student teachers confront the 
“uncomfortable, sinking sensation” (Harper, 4/22/2016) that stuckness may be “A 
FOREVER THING!” (William, 4/22/2016). And yet, it was precisely the temporary 
perception of stuckness—where stuckness is not only ephemeral, but a predictable or 
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purposeful bend in the path of learning to teach—that kept William and his peers going. 
Rather than view learning to teach as a recursive and continuous process of “becomings” 
(Deleuze & Guattari, 1987), the infiltration and/or effects of this learning paradigm are 
once again detected. Student teachers appear to be affectively compelled and connected 
to the idea that teaching is a linear, telos-driven process, an evolution with a guaranteed 
endpoint, where one “become[s] a teacher upon graduation” (Ben, 2/23/16) or “assume[s] 
a position as the teacher of record” (David, 4/1/16). 
Desire for Impact 
 In addition to participants’ elusiveness of teacher/teaching mastery, the desire to 
have an impact on students also works to constitute the stuck moment assemblage. As 
sensed in the opening vignette, Beth appears to be driven by a yearning to make a 
difference in her students’ lives. Presuming that other adults/teachers haven’t done so, 
Beth is the teacher who tells Alex about the importance of an education: “I don’t know 
who is going to say this to you…but you n-e-e-d to graduate high school. You are going 
to do amazing things.” Beth’s desire to make a difference is what Erica McWilliam 
(1999) explains as one of the “proper pleasures,” or (historically contingent) conventions 
of teaching (e.g., the satisfaction of helping “Others,” delight in building strong 
relationships with students). Not only are these proper pleasures normative and corrective 
in the sense that they direct one toward particular feelings and actions (i.e., Beth feeling 
compelled to tell Alex what she “needs to know”), they can also reinforce what Nancy 
Lesko and Susan Talburt (2012) describe as impossible fictions, or “unfeasible 
narratives” (p. 282) that often fuel unrealizable or unintelligible solutions (e.g., as if the 
single act of Beth telling Alex to get her high school diploma can solve Alex’s problems). 
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Although Beth eventually sees through the chimera of her redemptive pleasures 
(McWilliam, 1999) and recognizes the larger, systemic issues, I contend that the ways in 
which Beth and her peers both embrace and repudiate these impossible fictions work to 
not only generate stuckness, but also to perpetuate the dominance of these learning 
discourses. We can sense this below: 
Kaiden: One thing I think we all struggle with is that… well, there is a huge 
unknown in terms of how much of an impact we have on our students. Like 
sometimes, I’ll think about a really good or not so good interaction with a student, 
and I’ll think, ‘Oh my god, did I actually help him or did I ruin this child’s life…’  
[William begins to laugh. Beth follows suit]. 
William: Yes! Like, ‘This child’s life is over!’ 
Kaiden [now laughing too]: Yeah! Exactly! Like that! We had a bad two-minute 
conservation and now this child’s life is over! But really, I mean… Well, I read it 
a couple of stuck moment entries, where one of us was like, ‘What did I do to 
produce this racist piece of writing and how could I fix it?’ The thing is… 
that…that [slow emphasis on word ‘that’] is a great example of a stuck moment 
because it’s really about the fact that we have no way of really quantifying our 
influence [on students], so there is no way to answer that question. And then it 
becomes really murky and all you can do is really obsess over it.  
William [sarcastically]: You mean there aren’t standardized tests to measure that?  
[Everyone in the group giggles. “It feels like a nervous, awkward laughter” (FN, 
2/25/2016)]. 
Kaiden [still giggling]: Of coursseeeeeee! That’s what they measure! Isn’t that 
alllllllll [draws out “all”] they measure?  
William: [Sitting with feet apart, elbows on thighs, hands cupping his chin]: Yup, 
our influence on the kids.  
Kaiden: Of courseeeeee, our influence on the kids … they don’t measure if they 
had a cold that day or if they had a break up, or… 
Harper: Or whether or not they’re White. 
Kaiden: Or yeah, whether or not they’re White. 
Beth: Or that they come from the suburbs, from a middle-class family, and have a 
poodle… 
Ben: Neoliberal logic at work, people. 
William: Fucking accountability shit. 
Kaiden: Exactly. 
(Wunderkammer Gallery #1 Conversation)  
 
Referring to value-added measures, where standardized test scores are (problematically) 
lauded as being able to assess a teacher’s value by using a nefariously complex algorithm 
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to determine the impact a teacher has on students’ learning, participants were quick to call 
out the inherent problems and assumptions that undergird these assessments. Student 
teachers noted, for example, how standardized tests work to benefit a White, middle- to 
upper-class student body and fail to take into account a range of other factors that—while 
unmeasurable—are nonetheless significant. And yet, the nervous laughter, sarcasm, and 
head shakes betray student teachers’ contradictory attachments to this learning paradigm. 
While participants berate empirical means of evidence for their inability to measure the 
unmeasurable and for its inherent privileging of White, middle- to upper-class students, 
they themselves—as a privileged group of predominantly White (and male) teacher 
candidates—yearned for evidentiary support of their purported impact 
 Interestingly, this desire for impact—and its fraught fragility—manifested itself 
later that evening. Ben’s pinkish annotation, “I think our level of influence at any given 
time is this huge unknown that contributes to stuck moments” (original emphasis) not 
only echoed Kaiden’s assertion, but—in an ironic twist—was literally wiped out, or 
effaced, by a wine spill (see Figures 27 and 28) near the end of our gathering. Like 
sociologist Dan Lortie’s (1975) claim that one of the “endemic uncertainties” of teaching 
is that a teacher’s “sphere of influence” is largely unknown, nearly a half century later, 
student teachers continue to grapple with the desire (and fragility) of trying to make an 
impact. 
Gendered and Generational Desires of Mastery and Impact? 
 While I propose that stuckness is animated by a confluence of various forces, 
bodies, and intensities, the relational, affective forces of gender, race/ethnicity, and 




Figure 27. William’s effaced annotation: “I think our level of influence at any given time 
is this huge unknown that contributes to stuck moments.” 
 
 
Figure 28. Wine spill over stuck moment entry. 
 
the six participants self-identifying as male, I want to briefly consider how participants’ 
notions of mastery and impact may have been gendered. Kaiden’s exasperation over the 
perfect teacher, Ben’s annotation of “why isn’t this easy for me?” and William’s despair 
that stuckness might be a “FOREVER THING” (among others), pushed me to think 
about how these desires for impact and mastery may have been largely masculinized. 
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After all, since teaching has historically been considered women’s work (Kliebard, 2004; 
Lagemann, 2002), why should they have to work so hard at it?  
 Additionally, the need for student impact and teacher/teaching mastery may have 
also been generational. Ranging in age from 23-28, all the participants in this study 
would qualify as millennials.”4 While the research around this generational demographic 
cohort is largely mixed—with some studies portraying this generation as entitled, 
narcissistic, and immature (e.g., Alsop, 2008; Harris, 2017)—Malcolm Harris’ (2017) 
work provides some potential insight. Harris (2017) argues how millennials have been 
conditioned—from birth—to treat themselves (and their futures) as human capital to be 
invested—an argument that dovetails with Biesta’s (2005, 2006, 2011, 2012) analysis of 
the learning paradigm, where education itself has become a commodity. With this in 
mind, could participants’ need for mastery and impact be fueled by a generational 
proclivity to feel like they will get a return on their investments” (i.e., whether it is a 
return from the students in their classrooms or the program they spend their time and 
money in)?  
 To be clear, by calling attention to the potentially masculinized and generational 
desires for mastery and impact in the stuck moment assemblage, I do not mean to 
homogenize or essentialize this group of participants. Instead, my intention is to further 
complexify (Strom, 2014) stuckness and consider what other possibilities (besides the 
theory-practice gap) might be at play.  
                                                
4 While there are no precise start or cut-off dates for this generational cohort, the term millennial is 




Affective Pushes and Pulls of Learning Discourse 
 What I want to highlight here is the muddled whiplash of proper pleasures 
(McWilliam, 1999) and impossible fictions (Lesko & Talburt, 2012) that student teachers 
both adhere to and repudiate, sometimes even in the same breath! Student teachers’ 
conflicted and conflicting desire(s) to have a measurable impact and achieve 
teacher/teaching mastery—both of which I contend are effects of the learning paradigm at 
work—push and pulled on stuckness, sometimes affecting student teachers in ways that 
reified normative conventions around teacher/teaching, and other times nudging teacher 
candidates to disrupt these (e.g., Harper’s bomb drop).  
  So how does all this work? Quite simply, through affect. Predicated on “good,” 
“happy feelings” (Ahmed, 2008), the learning paradigm enchants. After all, how can 
anyone be against learning? While not entirely separated from rationality, affects work to 
pulls us in, sometimes even before we can even think about what we are saying and doing 
(Dernikos, 2015). In this way, we can understand how part of the machinery (i.e., 
workings) of the learning paradigm is an affective “seduction” (Rose, 1998) that involves 
feelings of security and control: if X is what you want (e.g., social justice, achieving 
teacher mastery, making an impact), all you have to do is Y (e.g., follow certain steps, 
take particular courses, complete student teaching), and X will materialize. And for 
neophytes, millennials, and males in the feminized and feminizing context that is teacher 
education (S. Richardson, 2012), the certainty and control offered by this regime 
(Deleuze, 2002) is both comfortable and comforting.  
  Robyn Wiegman’s (2012) work is also instructive. Her research allows us to 
consider, for example, how particular objects, fields of study, or in this case, learning 
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discourses, can work as a desirous “identity object” that individuals latch on to because it 
provides a powerful, accompanying, progress narrative. According to Wiegman (2012), a 
progress narrative serves as an active force that shapes institutions, identities, and affects 
because it holds the promise of a powerful “wish,” a wish that can allow individuals, or in 
this case, student teachers, “to get past the beginning, to make good use of time, [and] to 
know where one is going” (p. 91). Connecting Wiegman’s (2012) premise to this study, I 
contend that the progress narrative that learning discourses offer enables participants to 
proceed as if their identity object (e.g., teaching for social justice, making a difference, or 
helping people) can be found where they are located (i.e., a classroom), and as if their 
“methods” (i.e., pedagogies) can bring said object (e.g., “teaching for social justice”) into 
being (Airton, 2013). 
 To be clear, my goal in highlighting the workings of learning discourses in student 
teachers’ stuck moments is not to exonerate SJTE from any fault or further entrench the 
theory-practice gap by implying that learning discourses are merely encountered in 
school site placements. Although a closer examination of the ways in which this 
paradigm operates in and through SJTE is needed, I contend that learning discourses have 
become so pervasive and commonsensical that they flow largely unfettered throughout 




 As I mentioned at the opening of this chapter, my analytic mapping process sparked 
numerous “moments of disorientation”5 (Ahmed, 2006). These moments would often 
push me out of my “territorial comfort zones,” or the cerebral comfort (MacLure, 2011, 
p. 1003) of my initial noticings and forced me to look at my data in new and unexpected 
ways. It was during one of these disorienting episodes that the visual repetition of 
Kaiden’s “learn, learn, learn” and the sonic reverberations of the final consonant blend, 
learn, learn, learn on the audio recording, that I began to consider how discourses of 
learning (Biesta, 2005, 2006, 2011, 2012) were coalescing/connecting/competing with 
other bodies, forces, and affects to produce and augment student teachers’ stuck 
moments. When I went back to revisit my data with this hunch in mind, I was struck by 
the reach and extent of this paradigm’s entanglements in student teachers’ stuckness; its 
effects were far, wide, and deep. 
 This does not mean, however, that there is no hope (or reprieve) for student 
teachers. Like Beth, who “all of sudden” realizes that she isn’t “helping,” and Harper, 
who critically questions the implication of her involvement in a “fucked up system,” 
slippages and cracks in this paradigm’s dominance are both possible and palpable. 
 To briefly conclude, I contend that stuckness, and the negative affects that were 
often invited/incited, were generated—in part—by student teachers’ contradictory (and 
contradicting) attachments to this learning paradigm—a regime (Deleuze, 2002) that rubs 
                                                
5 For Ahmed (2006), “Moments of disorientation are vital. They are bodily experiences that throw 
the world up, or throw the body from its ground” (p. 157). I contend that the disorientation I experienced 
through the assembly of the various wunderkammern provided ways of escaping normative orientations 
toward my own data and helped forge new and unexpected directions. 
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VI—WUNDERKAMMER III: APORIAS OF CRITICAL/JUSTICE WORK 
Dear reader, please begin your “intensive reading” (Deleuze & Guattari, 1987) 
with Figure 29 and its accompanying inventory in Table 4. 
 
 




 Greek for difficulty, puzzle, or impassable (Koro-Ljungberg, 2010, original 
emphasis), aporia typically indicates a state or sensation of constant dilemma with no 
general or final solution; a contradiction or paradox that can never be permanently 
resolved. Theorized by numerous scholars, aporia is described by Foucault (1988) as a 
“difficulty” that “stops us in our tracks” (p. xxiii); by Derrida (2005) as “a double bind” 
or “a momentary paralysis in the face of impasse” (p. 154); a “stuck place” by Patti 
Lather (1998, p. 495); and as a “finding a way out of situations from which there is no 
way out” by French philosopher Sarah Kofman (1988). Due to the active image 
Table 4 




1 “Critical Pedagogy is Im-possible” Conversation Transcript from Wunderkammer Gallery #2 
2 “God I’m Awful” Tissue Paper from Wunderkammer Gallery #2 
3 “What is my professional responsibility?”  Stuck Moment Entries 
4 Moral Calculus, Guilt, Shame, Fear, Uncertainty, Identity Poster from Wunderkammer Gallery #2 
5 “God I’m Awful” Tissue Paper from Wunderkammer Gallery #2 
6 “WHAT IS ‘RIGHT’? Does ‘right’ exist?” Tissue Paper from Wunderkammer Gallery #2 
 
 
it evokes, I expand on Kofman’s conceptualization here for two reasons. First, Kofman’s 
(1988) description, “a finding one’s way out,” depicts aporia as an animate process that 
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is dynamic, vital, and continuously in motion, a supposition that I also hold for student 
teachers’ stuckness (and becoming-teacher [Marble, 2012]). Second, and particularly 
useful, is Kofman’s1 etymological work behind the word and concept. Aporia, which 
comes from the Greek word poros is one of two Greek words denoting pathway or 
passage (Burbules, 1997), the other word being odos. The distinction between odos and 
poros is significant and bears relevance for this dissertation. According to Kofman, odos 
is a familiar passage between two known points that follows a relatively fixed, linear 
direction; it is predictable, comes with its own maps and directions, and holds few 
surprises (Burbules, 1997). Poros, on the other hand (and the word from which aporia 
derives its name), refers to a pathway across unchartered territory that leads to an 
unknown—an unreachable destination that requires one to forge a passage that does not 
yet exist (e.g., Derrida, 1993; Kofman, 1998). Typically, it is this absence of a pathway or 
destination that provokes sensations of existential doubt, impossibility, uncertainty, and 
discomfort, all of which student teachers feel (to varying degrees) in their moments of 
stuckness. 
 Particular to this work, I draw from this latter conception of aporia—a finding a 
way out from which there is no passage—and its attendant negative intensities for two 
reasons. First, aporia describes the entangled affects that crisscross student teachers’ 
stuckness (i.e., “this whole teaching might be impossible!” [Beth, individual 
conversation, 3/29/2016]), as well as its crippling effects: a sense of failure, shame, and 
effacement, or undoing (Childers, 2013), each of which I describe in further detail here 
and in Chapter VII. Second, the etymological roots of poros and odos provide helpful 
                                                
1 Educational philosopher Nicholas Burbules (1997) also draws heavily from Kofman’s work. 
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references to juxtapose the notions of certainty (odos) that are implicated and necessitated 
by discourses of learning, but collide against the aporias (poros) of critical/justice work. 
“Critical Pedagogy is Im-possible!” 
 Aporetic sensations of existential doubt and impossibility were sensed during the 
second wunderkammer gathering when student teachers read and discussed each other’s 
stuck moment entries. 
David [Elbows on knees, chin resting on back of palms]: It might be the pool that 
you have, but the [stuck moment] entries that I read felt very relatable. They 
seemed to point to the universal experiences of teachers around having to do with 
anxiety and uncertainty [makes right hand into a fist and places it in front of his 
belly, as if emulating a knot]. They also seemed to get at what I would consider to 
be fundamental contradictions in what it means to be a teacher. Places to where, 
expectations of us, as we understand them, are like im-possible basically [raising 
both arms over head as if in despair]. Teaching, whether it’s critical pedagogy or 
culturally relevant pedagogy or whatever you want to call it, might be impossible 
[emphasis on word]. One of entries I read was like the ability to perfectly plan out 
and anticipate a lesson, the behavior of a group of 30 high school students or 
middle school students…and like, that will ne-ver happen. You have no idea what 
is going to happen when, actually if [putting right index finger up in the air] … if 
you actually get there. And like you are suddenly responsible for a group of 30 
kids trying to get them to do things they don’t want to do. Like, seriously, how are 
we supposed to do this? 
[Harper chuckles and nods her head in what seems to be agreement. William 
snaps his fingers in response to David’s statement.] 
Kaiden: Totally! 
David: It’s like an existential problem. This is the hardest, most impossible thing 
I have ever done in my entire life. 
Beth: Yes. Ever. 
 
David’s verbal comments and bodily gestures regarding critical pedagogy harkens back 
to Kofman’s description of poros, an uncertain pathway that is unpredictable (“you have 
no idea what’s going to happen”), potentially un-traversable (“if you actually get there”), 
and with no guaranteed destination (“teaching really might be impossible”). Referencing 
the “fundamental contradictions in what it means to be a teacher,” David gestures, both 
literally and figuratively, to the knotty sensations of facing the “possibility of 
	 
163 
impossibility” [of socially-just teaching] (Wang, 2005), a statement that sparks corporeal 
and verbal affirmation from his peers: Harper’s nods, William’s finger snaps, and 
Kaiden’s “Totally!” The student teachers’ collective and affective recognition of the 
poros-like pathway stands in sharp contrast to the odos route stipulated by discourses of 
learning (Biesta, 2011), where what it means to be/become a teacher typically follow 
expected paths—“one takes particular courses and does some student teaching” (Ben, 
informal conversation, 2/23/16)—before reaching a final destination (e.g., completing an 
SJTE program or becoming the teacher of record).  
 Of course, David and his peers are not the first (or the last) to note the 
impossibilities, or aporias of teaching, particularly in regard to critical pedagogy (Freire, 
1970) or culturally relevant pedagogy (Ladson-Billings, 2006). According to Patti Lather 
(1998) “implementing critical pedagogy in the field of schooling is impossible” (p. 
495)—a claim I both support and further unpack in an upcoming section. For Lather, 
“that is precisely the task: to situate the experience of impossibility as an enabling site for 
working through aporias” (p. 495). Fellow colleague, Elizabeth Ellsworth (1997), argues 
similarly: dwelling in these aporias, or what she calls “coming up against stuck place 
after stuck place,” is precisely how one keeps moving within the “impossibility of 
teaching” (p. xi). Unfortunately, rather than consider the possibilities of these 
impossibilities (Wang, 2005), student teachers in this study problematically judged their 
stuckness, and its accompanying negative affects, as a sign of individual failure that, for 
Ben, felt shameful. 
 Stuckness as shameful. “Ugh!” remarks Ben in “either disgust or frustration” 
(FN, 4/21/16) as he tapes his tissue paper creation (see Figure 30) to the wall of the 
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wunderkammer. With the words “GOD, I’M AWFUL” written in a light green pastel on 
the white tissue paper, Ben steps away from the wall, looks at his artifact, and then 
quickly removes the tissue paper. Beth, standing next to Ben, seems puzzled. “Why did 
you take it down?” she asks. “Because you can’t see the words with the green.” Beth 
nods. “Yeah, that’s cuz the green color is too light.” Sounding defeated, Ben adds, “I 
wanted to make it dark cuz like all this shame around being stuck is a dark and heavy 
feeling, you know?”  
“I agree. But just find a darker crayon and write over it,” Beth suggests. Ben’s 
body immediately perks up—his chin tilts up and his spine straightens. “Good idea!” He 
grabs an orange crayon from the wunderkammer supply box and traces over his original 
lettering, making the phrase “GOD, I’M AWFUL” darker and easier to read. Kaiden 
briefly joins the conversation: “Too bad, we don’t have a white pastel crayon. That way 
you could have written that [referring to the phrase, “God I’m awful”] on black tissue 
paper. You could have done it in all BLACK, BLACK, BLACK!”  
 




 As a “dark and heavy feeling” (Ben, group conversation, 4/21/16) that appears to 
press on Ben, shame “weighs one down when one is exposed to/by parts of oneself that 
might be seen as flawed” (Zembylas, 2005, p. 22). Like the Derridean (1993) concept of 
aporia, which has much to do with “borderlines” (i.e., trying to reach or cross some 
horizon or border, but being unable to traverse it; Wang, 2005)—shame, too, is related to 
borders. But rather than skirt borders, shame penetrates them. After all, “[shame] gets 
into your body. It gets to you” (Probyn, 2010, p. 72). According to Elspeth Probyn 
(2010), the word shame comes from the (Goth) word scham, which means to cover the 
face. For Probyn (2010), what converts scham (i.e., to cover the face) into shame depends 
on the interest and desire involved. For, “there is no shame in being a scham if you don’t 
care what others think or if you don’t care what you think. But if you do, shame 
threatens” (Probyn, 2010, pp. 72-73). And for student teachers lured by the seductive 
promises of learning discourses—where certainty and mastery reign supreme—the 
uncertainties and aporias of justice-doing work generated stuckness that was “awful”-ly 
shame-full. 
Desire for Certainty 
“What’s My Professional Responsibility?” 
 Connected to their worries around the kind of teacher they hoped to be/become, 
student teachers’ stuckness was also constituted by their anxious need for certainty and 
the specter of uncertainty’s shame. This became clear during our last gathering when, 
tasked with building a wunderkammer of stuckness (see Chapter III), “What is my 
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professional responsibility?” became one of the five categories2 that student teachers 
created. (That student teachers even chose to organize their stuckness into categories is 
another example of learning discourses at work). By the end of their assembly process, 
the question/category, “What is my professional responsibility?” had accumulated the 
greatest number of stuck moments (see Figure 31). Palpating with a visceral need for 
certainty, stuck moment entries were peppered with variations of the question, “What’s 
my professional responsibility?” including, “What do I do?” or “What should I do?” 
Some of them include: 
I have been grading papers on the Haitian Revolution. The unit began with a 
lesson on the history of zombies in the Haitian, and then White, imaginations. For 
Haitians, I argued, the figure of the “Zombi” represented the fear of enslavement. 
For whites, in particular Americans, the “Zombie” represented the fear that the 
enslaved would kill you, and perhaps, enslave you. The lesson emphasized how 
the Haitian revolution was eventually transfigured into the popular fear of the 
“zombie apocalypse,” where masses of “undead” bodies with no personality 
consume everyone around them. This will all become important in a minute. The 
assessment asked the students to create a memorial for the Haitian Revolution and 
then explain how that memorial interacts with certain questions posed by the unit: 
questions about violence, the Enlightenment, divisions within the Revolution, and 
the impact of the Revolution on the political imagination of various peoples. One 
student, who I believe is mixed-race (of European and Japanese descent) 
…described his 
memorial as follows: “a horde of black slaves, marching ravenously in one 
direction with no clear separation or superiority or class amongst the 
revolutioners. I would want everyone bleeding, with open wounds, if possible I 
would want to show clearly burned clothing. I would want, by/under/around the 
feet of the slaves decapitated heads of white children. And the ground on which 
the slaves stood were mangled and distorted bodies of white colonists.” Later, he 
explains, “I wanted to present to the viewer of the piece a sight that may make 
them question the justification of the slaves [sic] actions [i.e., violent, retributive 
rebellion].” Shit. I was sort of kinda prepared for some (or even many) of the 
students’ memorials to be racist, but this was, for lack of a better word, 
extravagantly racist. After freezing up, my first reaction was to figure out what 
exactly I thought was problematic about his assignment. The next feeling was a 
feeling of culpability. Given that assessments are supposedly a reflection of what 
                                                





Figure 31. Wunderkammer Gallery #2: “What is my professional responsibility?” 
students learned in the unit, I couldn’t help but think: What had I done (or not 
done) to produce this piece of writing? What was my role and responsibility in all 
this? What should I have done? And of course, what do I do now? Can I do 
something? (David, stuck moment entry) 
 
 …I was grading papers. There was one paper written by a student who has a 
chronic, debilitative condition which gives her lots of back pain and prevents her 
from sitting down. The paper was incredible, easily one of the best so far. 
Eventually I came to a paragraph where she began an extended analogy about the 
extended agony of slavery being like a chronic, degenerative disease, suggesting 
quite explicitly that it would be better to just end it in a flash of extreme violence 
than to endure it for eternity. This was, to me, a quite obvious allusion to her 
condition, and, if not outright suicidal ideation, then a kind of subtextual 
sympathy to the act of suicide. 
I felt like I was in over my head, and I froze up. I had two things to consider: 
 
 1. What is my responsibility in this situation? 
 2. How can I best support this student? 
Underlying the second question was the more complex situation of whether or not 
it was my obligation to intervene, and if so, how should I intervene? What should 




 These artifacts of stuckness, and their affective intensities, highlight the paradoxical 
tensions, or aporias, that become generated when learning discourses push against the 
uncertainties of critical/justice work. As evidenced by these stuck moment entries, 
participants in this study often felt caught in a bind between wanting to be responsible 
to/for their students, feeling guilt for what they had (or had not) done (e.g., David feeling 
guilty for the “extravagantly racist” piece of writing his student produced), yet desiring a 
blueprint or roadmap for navigating next steps (e.g., What should I do? What do I do 
now? How should I intervene?). Interestingly, many of these stuck moments occurred 
while student teachers were—as stipulated by learning discourses—measuring and/or 
assessing what their students had learned; in other words, while grading.  
 Throughout the stuck moment entries, we can quickly sense the confluence of the 
various forces, bodies, and affective intensities that both constitute (and amplify) 
stuckness. Not only do linear dimensions of temporality become significant—with 
student teachers worrying about what they did (past), what they should do now (present), 
and what they should do next (in the future)—but all of a sudden, simple, ordinary tasks 
such as grading become excessively affective or imbued with notions of morality or 
judgment. Such morality was reiterated during the student teachers’ conversation around 
“What is our Professional Responsibility?” 
Morality 
Ben: Is there anything else we want to put up here, or anything else that we want 
to say about “What is our Professional Responsibility?” 
David: Well, I was thinking they [referring to the stuck moment entries] all have 
something to do with, even if they’re like technical problems, or like what should 
I do in this specific situation? They’re all about some sort of moral calculus. 
William: Moral calculus….? 
David: Can you think of one that’s not? I was trying to think of one that is not… 
William: Uh, grading papers? Is there a moral calculus there? 
	 
169 
Harper: There could be…  
David: Yeah, I think there is a moral calculus in there cuz it’s all about what your 
obligations are… 
Harper: Cuz the one that I read in there, and if that’s the one that is yours then I 
will feel stupid, but it was all about “Oh, I did this wrong, the students didn’t 
write what I wanted them to because I designed the lesson wrong” or something 
like that. 
David: That’s why I wanted to write moral calculus up here because they’re not 
technical problems most of the time, or like if they are technical problems, they 
are technical problems because they are moral problems for us. Like, the reason 
we are stuck is because we are not thinking, oh how should I fix this problem, we 
are like what should I do? 
Beth: Yeah, I agree. Like, when you think about it, all of these stuck moments, 
like every single one of them is something that is going to keep you up at night. 
Like they’re more than just in-the-moment type things.  
William: Yeah…[loud sigh] 
(Wunderkammer Gallery #2 Conversation) 
 
 Despite a desire to know (which underscores the learning discourses at work), 
student teachers here eschew techno-rational approaches (e.g., “these are not technical 
problems”) and emphasize the animating intensities of their worry and disquietude 
(“these are moments that keep most of us up at night”). While the denial of technical 
problems highlights a potential break away from discourses of learning, David’s 
proposition that there is some sort of moral calculus—or that stuckness might revolve 
around one’s obligations—quickly forecloses any such escape. After all, morality is 
predicated precisely on certainty and knowing (i.e., knowing what is right and what is 
wrong). 
 Furthermore, the use and proliferation of the phrase moral calculus—in both 
student teachers’ conversations and their wunderkammer poster (see Figure 32)—is 
noteworthy not only because the word calculus harkens back to calculative processes of 
knowing and reasoning—a key component of the learning paradigm—but it also implies 
a certain directionality (i.e., that there is a right or correct method). This tension—the 
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idea that there is a right way to do something—is pervasive and can be seen in tissue 
papers that the student teachers eventually created: “What is RIGHT? Does ‘right’ exist?” 




Figure 32. Wunderkammer II poster.  
 
 




Although the question “Does ‘right’ exist?” (with the use of quotation marks around the 
word “right”), suggests that participants are both aware and wary of the normative and 
hegemonic assumptions around universal rights or wrongs, their hesitation(s) and loud 
verbal sighs throughout the evening’s conversations betray their underlying need for 
certainty.  
 Of course, figuring out one’s professional responsibility in any new environment, 
and the worrisome feelings it often invokes is neither new nor earth-shattering. In the 
field of teacher education, for example, the empirical work of Dan Lortie (1975), 
Deborah Britzman (2012), Sharon Feiman-Nemser (2012), and Joseph MacDonald 
(1992), among others, have shed light on the tension regarding the “endemic 
uncertainties” of teaching (Lortie, 1975). These scholars’ work, ranging from the 
paradoxical role of the student teacher (e.g., no longer a student, but not quite a teacher), 
to exposing how preservice teachers enter programs with largely ingrained notions 
around what it means to teach/be a teacher due to a lifetime spent in schools, highlight 
the potential stuckness and accompanying emotional discomfort that student teachers 
often face.  
 According to teacher educators and scholars Stephanie Jones and James Woglom 
(2016), certainty—or order, exactitude, and sameness—provides an undeniable measure 
of comfort for both student teachers and the field of teacher education. Whether one is a 
policy maker, teacher educator, or student teacher, there is tremendous consolation, 
safety, and security in being told “what is ‘right’” (tissue paper creation, 4/22/2016), what 
to do, what to do next (see William and David’s stuck moment entries), what to know, 
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and how to be/become a teacher (see Chapter V). As Jones and Woglom (2016) remark, 
“It’s easier than flailing and resisting all of the time” (p. 146).3  But what student teachers 
in this study don’t realize (or perhaps don’t want to realize), is the inherent “conspiracy” 
(McDonald, 1992) of certainty and morality: while morality and certainty offer emotional 
comfort for someone in the throes of stuckness, it can  also “strangle life,” “repeat old 
forms” (Roy, 2003, p. 11), and work against notions of equity and justice.4 This can help 
us understand how it was that, for a group of student teachers enrolled in an SJTE 
program, race (or other markers of difference) was—aside from Harper’s bomb drop—
remarkably absent. As such, let us revisit Harper’s “bomb drop” at the beginning of 
Chapter V. 
“Way to Drop a Bomb on Us, Harper”: What Happened to Race? 
 
Harper: Sometimes I wonder to what point the system is so fucked up, from the 
school to prison pipeline, to security officers who called the cops on a kid 
yesterday, or like the fact that my principal is a big bully and racist… At what 
point… [Harper pauses and then lowers her voice as if trying to emphasize what 
she is about to say] … at what point is us being in the system, a tacit approval of 
system? And I don’t think that’s strong enough for us to leave education, but if we 
                                                
3 It is little wonder, then, how alternative teacher education programs, some with assurances on the 
“51 ways to teach like a champion,” garner such (problematic) popularity. 
4 While outside the purview of this dissertation, I argue that “bringing forth a new world” 
(Deleuze & Guattari, 1987) as is often touted in SJTE, requires an ethical (vs. moral) responsibility. Since 
morality is problematically based on an ultimate externalized authority (Koro-Ljungberg, 2010) and 
follows a normative code (Melamed, 2016), it can work to sediment problematic proper pleasures (i.e., 
feelings of satisfaction around saving and helping students) (McWilliam, 1999) and stock images of 
teachers and students (e.g., teacher as a moral person, students who are at-risk). These narratives and 
images are injurious not only to the student teachers themselves, but more importantly, to the students from 
historically marginalized communities they work with. As such, rather than rely on morals, a set of rules 
that student teachers must obey (and resembles the machinery/workings of the learning paradigm), I argue 
for the cultivation of an ethical responsibility: a response toward the Other and the unknown that can’t be 
known or planned in advance (Derrida, 1993). In the ethical sense, figuring out one’s responsibility (as we 
saw student teachers wrestle with in their stuck moments) is not something that can be accomplished 
(Wang, 2005), but can only be engendered through uncertainty, “perpetual uneasiness” (Wang, 2005, p. 
51), or the “impossibility of decision making” (Koro-Ljungberg, 2010, p. 605). 
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can all agree that the system is failing kids and yet we are all a part of it, what 
does that mean for us? 
[14 seconds of silence] … 
William [Straightening his spine and loudly exhaling]: Way to drop a bomb on 
us, Harper…. 
Ben: [Looking down, almost as if avoiding eye contact with the group]: Yeah… 
Kaiden: And not to leave on that note, but I do have to run. I have to finish 
prepping for my final lesson tomorrow on robber barons. [Kaiden changes the 
pitch of his voice so that it is higher, more “cheerier” sounding]. Lots of yummy 
stuff to learn, learn, learn! 
(Wunderkammer Gallery #2 Conversation) 
 
 While Harper’s question mentions a “fucked up” system, a “racist principal,” and a 
“school to prison pipeline,” this was one of the only times that race, racial inequality (and 
how schools work to reproduce material inequalities), was mentioned during the second 
wave of the study. For the most part, talk about race was either largely absent, 
circumvented through the use of vague, color-blind descriptors (e.g., those vs. these 
students, see Chapter IV), or—as seen in the above example—shut down. William’s 
comment, “way to drop a bomb on us, Harper,” not only halts the flow of circulating 
affects (and conversation), but it also works to chastise Harper for being a “killjoy” 
(Ahmed, 2007), someone who dampens, or kills another’s joy. Here, I contend that 
Harper’s provocative question threatens Williams’s (and perhaps the groups’) tenuous 
comfort, a comfort that is predicated on not having to face their own Whiteness (i.e., 
power and privilege), or as Harper suggests, their own role in the reproduction and 
proliferation of an unjust and unequal (school) system. Also interesting about this 
exchange (see beginning of Chapter V for complete transcript), is how Beth and Harper’s 
stuckness, and their attendant anxieties, are immediately downplayed, disciplined, or 
squashed, by the men in the group. As the only two females in the research group, Beth’s 
worries around not helping Alex in ways that can change her material reality were 
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quickly downplayed by David’s gendered remark (e.g., “but at least you care”). 
Similarly, Harper’s provocative question is not only disciplined by William’s comment, 
but its affect-ing capacity is further diminished as Kaiden brings the conversation to an 
abrupt close in a move that reinforces the machinery of the learning paradigm: where 
finishing a lesson plan so that students can “learn, learn, learn” is deemed more 
important that considering the implications of Harper’s question. 
 Unfortunately, the absence of race was not entirely surprising for me, especially 
after my semester-long observations in the SJ&D course. After all, despite the fact that 
the course, professor, and course materials centered topics of race and other markers of 
difference such as gender and sexuality, time and time again, I was shocked at how little 
talk around race came up. Here, I can’t help but wonder how learning discourses might 
be functioning not only to spark (and augment) stuckness, but also as a way to reinforce 
social contract/scripts (Butler, 2011) that are predicated on White supremacy, or as Sara 
Ahmed (2012) writes in her work on diversity, on Whiteness. Perhaps learning discourses 
function to produce (and protect) notions of Whiteness and keep the force of race far 
away. As such, I want to suggest that the affective intensities that become generated in 
student teachers’ stuck moments (i.e., shame, worry, disquietude) around their need for 
certainty, mastery, and impact not only work to secure student teachers’ attachment to 
these learning discourses, but they also simultaneously work to keep (their) Whiteness 
untroubled. 
 And yet learning discourses are often harmoniously lumped with social justice (e.g., 
learning for social justice, teaching for social justice, or learning to teach for social 
justice) without giving pause to think about how the two might work against each other. 
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After all, if social justice were to be a learning target, what would it look/sound/feel like? 
While things can certainly change and “get better,” since social justice is a moving 
horizon (Muñoz, 2009), it can never be temporally bound; nor can it be measured or 
achieved. (Not that people or institutions haven’t tried). So, when SJTE falls short of its 
promises and/or outcomes—and it always will because social justice “is presently 
unknowable and unavailable to the empirical means” (Airton, 2014, p. 5) as stipulated by 
discourses of learning—SJTE and its frequent bedfellow, the theory-practice gap, will 
continue to be framed as the problem. Meanwhile, discourses of learning are left 
unproblematized and student teachers within SJTE programs—as evidenced by those in 
this study—are affected by a slew of negative affects that not only leave their Whiteness 
(i.e., White supremacy) intact, but—as I will explain in the next chapter—also “undoes” 
them. 
Conclusion 
 What I hope to drive home across these wunderkammern are the multifaceted and 
at times contradictory affective attachments and intensities that become assembled during 
student teachers stuck moments. Not only are stuck moments far more complex than the 
theory-practice gap, but they also simultaneously haunt and animate, cripple, and enable 
what our student teachers can do, and therefore what our institutions and practitioners can 
imagine or make possible. Although SJTE, as an institution of higher education governed 
by teacher accreditation boards such as the National Council for the Accreditation of 
Teacher Education (NCTE) and the Council for the Accreditation of Educator 
Preparation (CAEP) cannot help but be impacted by this learning paradigm, I contend 
that its commonsensical status and un-troubling is both problematic—and in conflict—
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with notions of justice and equity. I argue that if we want to find a way to challenge these 
discourses, we must, as Maxine Greene (2006) insists, think of things as if they could be 
otherwise, and pay heed to the desirous attachments that, while affectively compelling 
and seemingly innocuous, can bind both student teachers and SJTE to potentially 










VII—WUNDERKAMMER IV: A/EFFECTS OF STUCKNESS IN BECOMING 
TEACHER: CONTAGION, LONELINESS, AND EFFACEMENT 
Dear reader, please begin your “intensive reading” (Deleuze & Guattari, 1987) 
with Figure 34 and its accompanying inventory in Table 5. 
 
 
Figure 34. Wunderkammer IV. 
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What Does Stuckness Do? 
 This chapter is concerned with the effects of stuckness; that is, what stuck 
moments do, and more specifically, what they do to student teachers. First, I describe 
how stuckness works in contagion-like ways, animating bodies, forces, experiences, and 
“things” (Bennett, 2010) that are both real and unreal. Second, I discuss how stuckness, 
read by student teachers as a “failure that is frequent and inevitable,” both affects and is 
affected by sensations of loneliness which produce physically felt punctums, or 
woundings (Barthes, 1981), that register materially and painfully on  
Table 5 




1 “Failure is Frequent & Inevitable” Banner from Wunderkammer Gallery #2 
2 “Leave Me Alone” Tissue Paper Creation from Wunderkammer Gallery #2 
3 “Shit, Shit, Shit” Tissue Paper Creation from Wunderkammer Gallery #2 
4 #IhateyourCT et al. Responses to Stuck Moment Entries 
5 Shitty CT Wall Photograph from Wunderkammer Gallery #2 
6 Woundings of Stuckness Poem Compiled from Informal Conversation  
 
 
student teachers’ bodies. Stuckness’ a/effects lead many participants to become 
 “undone” (David, 4/22/2016), questioning their capacities to teach and/or become a 
teacher. And yet, despite an overwhelming sense of effacement, I conclude by discussing 
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how student teachers’ continuation into the teaching field underscores the productive, 
generative machinery (Deleuze & Guattari, 1987) of the learning paradigm. 
Paradoxical Work of Stuckness in Becoming Teacher 
 Stuckness works in paradoxical ways. It can bring student teachers together, but it 
can also work to alienate (or make lonely). 
Stuckness as “Failure” That is “Frequent and Inevitable” 
“Okay, the banner is up,” William states nonchalantly as his colossally tall body 
descends from the top of a step ladder. Rather quickly, the participants and I stand and 
turn our chins up toward the banner, ogling at the sight like rubberneckers (see Figure 
35).  
 
Figure 35. “Failure is Frequent & Inevitable” banner. 
 
The poster’s texture, size, and words “FAILURE,” “FREQUENT” and “INEVITABLE” 
impinge on our “affective registers as a force of emergence” (Springgay, 2011, p. 70) and 
momentarily stop the (human) bodies in the room. The room becomes eerily quiet, almost 
as if we are witnessing some astronomical event high above our heads. Beth is the first to 
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break the illusory “stillness” (Bennett, 2010). “It’s perfect!” she exclaims, her arms 
opening wide into an ironic “V for victory” stance. A cascade of effusive reactions 
follows: Kaiden jumps up and down, clapping his hands and yelling “Yasssss! Yasssss!”; 
Ben nods and shouts, “NICCEEEEE!”; Harper snaps her fingers; and William and 
David—in charge of fixing the banner to the wall—high-five each other. The banner 
animates the bodies of the student teachers, but ironically paralyzes mine. While I don’t 
initially know what to make of it—a problematic, humanist impulse—I can sense how 
significant it is for the group.  
“I love how it’s so, so, so…like, BIG. Like in-your-face-big!” Beth quips. 
“Yeah! Just like our stuck moments. It’s awesome. And it also goes perfect with 
the tissue paper that Beth and I just created!” Kaiden waves the “Leave me alone” tissue 








Harper snaps her fingers again. “Anddddd, it [referring to the banner] also goes 
well with shit, shit, shit.” Harper, emulating Kaiden, waves her “Shit Shit Shit” tissue 
paper (see Figure 37) and tapes it to the wall.  
 
 
Figure 37. Tissue paper creation from Wunderkammer gallery #2: “Shit, Shit, Shit.” 
 
The group erupts in laughter upon seeing Harper’s creation. “That’s awesome,” David 
giggles. 
Significant about the banner was how it elucidated, or literally put into words, 
what stuckness is for student teachers: failures that are frequent and inevitable. The 
artifact’s gargantuan dimensions, which diagonally spanned the room’s length, were 
aporia made manifest: it was a literal border or horizon that was both impossible to reach 
(unless over 6 feet tall and standing on a step ladder) and unfeasible to ignore. Its 
looming presence, opaqueness (when compared to the translucent tissue papers), and 
sounds (i.e., the folds of the butcher paper crinkled loudly throughout the night), brought 
to thunderous life what stuckness feels like for student teachers—an overwhelming and 
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engulfing noise. The banner also clued me in to the paradoxical workings of stuckness 
(i.e., what it does). That is, while stuckness can work to repel (e.g., “leave me alone!”) 
and diminish student teacher’s bodies—one can’t help but feel small under the placard’s 
overpowering presence—when collectively identified and recognized, it can bring bodies 
together and augment their capacity to act. In this particular case, the banner—like 
stuckness—brought disparate (human) bodies together (each of whom was working in a 
different corner of the room) and cultivated a scene/sense of empathy, community, and 
intimacy.  
Stuckness as Contagion 
Like affect, stuckness moves and affects bodies in willful and unwillfull ways 
(Dernikos, 2015). As sensed from the above vignette, stuckness can invoke reciprocity, or 
the coming together of bodies, but it can also generate (and/or exacerbate) loneliness and 
alienation among student teachers (e.g., “leave me alone”) (more on this later). 
Particularly noteworthy, however, is how stuckness appeared to spread among/across 
bodies, often in contagion-like ways, animating things that were both real and unreal.  
Shitty CT 
 During the second wunderkammer gallery, after the student teachers had read 
through the compilation of all 23 stuck moments collected across the spring 2016 
semester, the participants took a break to serve themselves dinner. Since it was their last 
week at their student teaching placements, much of the talk centered around saying 
goodbyes to their students. And then, like wildfire, it abruptly turned to bashing William’s 
cooperating teacher (CT).  
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Kaiden: [Pouring copious amounts of hot sauce over his bbq ribs]: Today was 
my last day. Some of my kids wrote me these cute goodbye notes. The day was 
full of hugs…and then the question, “Mr. K, why do you always cry?” Anyway, it 
was nicer than it sounds. It was beautiful. [Kaiden clutches the hot sauce bottle, 
brings it toward his chest, and hugs it]. 
William: [Referring to Kaiden, but talking aloud to the group] Jesus, he’s on a 
roll today… 
Kaiden: I am on a roll today… I don’t know what’s happening. It must be the 
wine. 
Harper: By the way, William, I think I hate your CT more every day. 
Kaiden: SERIOUSLY. WTF? 
David: I actually wrote #IhateyourCT on my own copy of the stuck moments (see 
Figure 38). 
William [laughing]: Don’t worry, we won’t have to talk about it anymore after 
3:05 tomorrow. 
Kaiden: Maybe you should write down her address for us somewhere. 
William: I think she lives somewhere in Jersey. 
Kaiden: Oh, well, that explains it. 
William: Just one Molotov cocktail to her house…and… 
Beth [laughing and eating at the same time]: Are you threatening to burn her 
house down…? 
William: Nope, I would never do that.  
Kaiden: BURN IT TO THE GROUND! 
David: [Using his fingers as air quotes]: Hashtag feel the burn.  
[Giggles from entire group] 
David: No really, I actually feel the burn… [referring to the bbq ribs he is eating].  
[More laughter from the group.] 
Ben: What a shitty CT! 
Kaiden: Yes! SHTTY CT! SHITTY CT! 
“The phrase [Shitty CT] catches like wildfire. The rest of the student teachers join 
Kaiden in chanting SHITTY CT!” (FN, 4/21/2016) 
All: Shitty CT! Shitty CT! Shitty CT! 
 
A hot zone of intensity, William’s stuck moments regarding his CT had animating effects 
(Chen 2012), catching “like wildfire” (FN, 4/21/2016) and setting off a range of 
individualized and collective affects that exceeded containment (Niccolini, 2016). In 
addition to inciting the ferocious chant, “SHITTY CT! SHITTY CT! SHITTY CT!”, 
William’s stuck moments regarding his CT triggered a barrage of peer-written 
annotations that were unlike any other: “#ihateyourCT” (see Figure 38); “I mean you 
asked—she’s a bitch” (see Figure 39); “I HATE this woman who is slowly destroying the 
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joy and confidence of my friend” (see Figure 40); “damn, this sounds really rough” (see 
Figure 41); “you seemed to have handled this maturely which is difficult considering the 
shittyness of your CT”; and “How does she think that’s helping your practice?”  
 
  
Figure 38. Participant annotation to William’s stuck moment:“#IhateyourCT.” 
 




Figure 40. Participant annotation to William’s stuck moment: “I HATE this woman who 





Figure 41. Participant annotation to William’s stuck moment: “damn. This sounds really 
rough.”  
 
 As an “intensive intrusion that seems to have come from nowhere and [takes] one 
elsewhere” (Rajchman, 1998, p. 21), the unbridled affective responses around William’s 
shitty CT was completely unexpected, particularly when one considers that none of the 
other participants had ever expressed negative experiences regarding their cooperating 
teachers in either their entries or in group and individual conversations. Nonetheless, 
Shitty CT still managed to become one of the eight categories of stuckness created during 
the second wunderkammer gathering and housed two stuck moment entries, both of 




Figure 42. Wunderkammer II gallery: “Shitty CT” wall. 
 
The irruption of Shitty CT accentuates significant dimensions of stuckness, and its 
entanglements with affects, spaces, and bodies. First, it calls attention to how stuckness—
whether real, lived, or imagined—is “like [emphasis in original] matter: [it] carries 
weight, [and] exerts gravitational pull” (Jamison, 2014, p. 22). Second, it emphasizes 
student teachers’ desire for connection and sameness, as well as their underlying sense of 
loneliness (more on this later). For instance, even though the rest of the group did not 
share William’s shitty CT experience, there seemed to be some sort of felt obligation to 
pay homage or reverence to what was making him stuck, “a kind of sympathetic1 
infection in its own right: this need to go-along-with, to nod-along-with, to support; to 
agree” (Jamison, 2014, p. 55). It was almost as if William’s peers recognized his 
“overwhelming, unmeetable need for connection and attention, to be heard and touched 
and seen” (Laing, 2016, p. 25). Third, it reveals the kinds of relational, affective 
                                                




responses (e.g., emoting, physical touching) that can take place in particular space(s) and 
for whom.  
Shitty CT—Masculinized Anger? 
 
 The way the group (made up of mostly male student teachers) singled out William’s 
CT—a female CT—the intensities that bordered on anger, its duration, the way it 
enveloped the space, and spread among/across bodies, sparked numerous questions for 
me. How do affects around stuckness, for instance, work in relational situations and how 
might they be gendered? In the above example, despite the fact that it involved the 
“putting down” of another individual (i.e., William’s CT), there seemed to be a specific 
kind of bonding that was taking place, a bonding that was different from the more 
feminized hugging and touching that we saw in the first wunderkammer gallery (see 
Chapter IV). And while this bonding appeared to be a way for individuals to connect, I 
argue that it also worked to reinscribe what Scott Richardson (2012) calls “the familiar 
practice of commodifying (hyper)masculinity” (p. xi). 
 The Shitty CT irruption—along with the experiences of the two wunderkammer 
galleries—also led me to think more generally about what particular spaces allow or 
disallow, and for whom. The heightened emotionality and physical touching during the 
two gatherings (e.g., participants enveloping each other in bear hugs, talking about how 
much they love and miss each other, William picking Kaiden off the ground and twirling 
him around in the air) was in sharp contrast to the highly sterile and sanitized school sites 
that I visited during the study, where touching or emoting of any kind (particularly among 
men and boys) was constantly surveilled and controlled. When considering the various 
sociosexual and political milieus in which SJTE occurs—the (hyper)masculinized public 
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schools, the feminized and feminizing context of teacher education programs (S. 
Richardson, 2012), among others—what particular spaces allow (or do not allow) bears 
consequences for student teachers and their stuckness.  
Stuckness as Lonely and Alienating 
Define loneliness? 
Yes. 
It’s what we can’t do for each other. 
(Rankine, 2004, p. 62) 
 
It wasn’t until our last wunderkammer gallery that my body picked up on 
loneliness and its entanglement in student teachers’ stuck moments. But once it did, the 
realization rushed over me like one of those light-bulb moments that wakes you up in the 
middle of the night and leaves you ransacking the room in search of a writing utensil. In 
this case, it happened when I saw Ben arrive for our last group conversation. While I had 
seen Ben earlier in the day at his school placement, as I watched him enter our 
wunderkammer gallery space a mere 7 hours later, I felt like I was encountering a 
different, unfamiliar body. The hunched shoulders and skittish movements that I had 
noted earlier in his classroom were absent; his body seemed loose, relaxed, and at ease. 
His earlier grimace was replaced by a wide smile, his voice had regained its tenor, and his 
eyes, their vitality. As the group gathered to load their plates with food, Ben strode 
confidently around the room giving everyone hugs. 
Ben: [Sniffing the aroma of salted potatoes, barbecue ribs, and cornbread…]. Oh, 
yum, barbecue! This smells sooooo good.  
Kaiden: Right?! 
Ben: [Enveloping Harper, and then Kaiden, in a bear hug]. It is so good to see 
you guys. Man, I needed this. I don’t see you guys anymore. It’s like this kid 
Jonas. I see this kid named Jonas more than I see anybody else…. And I hate 
Jonas. 
[Giggles from group]. 
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Ben: No really, he sucks. He is a terrible student. That kid is a monster and yet I 
talk to him more than I talk with any of you guys. I miss you guys.  
[More giggles]. 
Ben: [Balancing a full plate of ribs on his right palm, he puts up his left hand and 
wiggles all five fingers in the air]. Stuck moment number five! 
[Laughter from group]. 
Beth:  Oh, Jonas… 
Ben: Yeah, Jonas. 
 
And it was not just with Ben. The discrepancy between how student teachers’ 
bodies moved acted in different spaces2 (e.g., in schools vs. wunderkammer spaces) made 
me hyper-alert to what I perceived as gulfs of loneliness. Here, and in line with Deleuze’s 
conceptualization of affect, I describe loneliness not just as an emotional state but as a 
sensation that arises in transiting states and can increase or decrease a body’s power to 
affect or be affected (Roy, 2003). During the wunderkammer galleries, for example, 
participants physically clung to each other as if they had been in a long-lost desert and 
had finally found an oasis where they could be nourished (literally and figuratively) and 
receive physical contact. As I mentioned earlier, the coming together and touching of 
bodies (i.e., the bear hugs, the side hugs, the patting and rubbing of each other’s backs, 
the playful headlocks, and the tousling of hair), the ways participants literally picked each 
other up (see Chapter IV), and the jovial, festive atmosphere of our gatherings, was in 
sharp contrast to many of the student teachers’ bodies at schools: where “hunched 
shoulders” (FN, 4/20/16) “skittish movements” (FN, 4/4/16), “sullen-looking eyes” (FN, 
3/29/16), and “disheveled appearance[s]” (FN, 4/19/16) led me to frequently worry about 
their emotional state.  
Through the artifacts collected in this wunderkammer, I argue that the 
corporeality and relationality of student teachers’ bodies during the wunderkammer 
                                                
2 To be clear, my intention here is not to imply that bodies move act and act in the same way(s). 
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galleries, the way participants seemed to communicate to each other through their stuck 
moment entries, and the speed and tenacity through which Shitty CT spread among the 
student teachers, showcase how loneliness (and its incumbent need for connection) 
pressed onto bodies. Below, I describe the affect of loneliness and the corporeally painful 
effects it invokes.  
(Im)plausibility of Loneliness  
 Initially, the proposition that loneliness might be both an affect and effect of 
student teachers’ stuck moments seemed counter-intuitive. After all, based on my 
misconceptions of loneliness as “being alone” and my experiences visiting the 
participants in the field, loneliness (as I had misunderstood it) seemed implausible. 
During my site visits, for example, student teachers were constantly bombarded by/with 
human and nonhuman bodies: ringing bells, students, CTs and other colleagues, grade 
books, curriculum materials, backpacks, tissue boxes, creaky desks, sounds from the AC, 
smells of cafeteria food, and in some cases, parents. From my outside perspective, 
loneliness seemed antithetical to the lives that student teachers were encountering in 
schools. But as Olivia Laing (2016), author of The Lonely City reminds us, loneliness 
does not require physical solitude; rather, it involves “having a feeling of solitariness 
(Laing, 2016, p. 16, emphasis in original) that arises from “an absence or paucity of 
connection, closeness, kinship” (p. 3). In fact, since physical contact does not preclude 
feelings of loneliness, Laing (2016) helps us understand how loneliness can reach its 
“apotheosis” just as easily in a crowd, or—as I contend—a public school and/or SJTE 
program—a point that has not been lost on educational researchers. In his seminal work, 
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Schoolteacher, sociologist Dan Lortie3 (1975) makes note of teachers’ loneliness. 
According to Lortie (1975), due to the “cellular structure of schools,” where classrooms 
mimic the structure of partially closed-off egg-crates, the cellular isolation of teachers is 
imbricated into the structure itself. Lortie (1975) states that teachers not only “seem 
lonely,” but they often “fight battles alone” (p. 159). Connecting Lortie’s conclusions to 
Laing’s (2016) assertion that loneliness can be acutely felt in a crowd because “the 
possibilities of connection are defeated by the dehumanizing apparatus of urban life” (p. 
44), watching Ben’s body as he crossed the different spaces led me to wonder if student 
teachers, too, were being defeated by similar dehumanizing forces. 
While student teachers’ loneliness was not explicitly articulated, their stuck 
moment entries, and the collective reading/sharing of their stuckness during the 
wunderkammer galleries made the potency of this force sense-able. Unlike the class 
assignments that I also collected for this study, the stuck moment entries oozed with the 
participants’ voices and personalities. Displaying a departure from stringent, academic 
conventions, the posts were replete with atypical (yet still syntactically correct) 
grammatical constructions and personal anecdotes, all of which infused the entries with a 
more relaxed, conversational, and confessional, story-telling vibe: “Epilogue. 4:42 p.m. 
The lesson went fine. Of course it did. To quote that same drag queen, ‘I am my own 
worst enema’” (Kaiden, stuck moment entry). Entries also revealed interesting personal 
quirks and preferences, with references to favorite TV shows (“cue going back in time 
                                                
3 Lortie’s work was based primarily on interviews with 94 teachers in (and around) the greater 
Boston metropolitan area in the United States. According to Lortie, the three “defining sentiments” of 
teaching include: presentism (focusing on the short term), conservatism (concentrating on small-scale 




theme music from the best TV show ever, Doctor Who”), songs they listened to (“I 
landed on Kylie Minogue's ‘Your Disco Needs You’ which I always found frantic, 
unfocused, and disconnected, and I felt immediately better”), movies (with a still image 
from the movie Clueless), and hobbies (“So, because it always makes me feel better, I 
went to go play basketball instead”).  
Since loneliness is often “a desire for closeness, for joining up, for joining in, 
joining together, for gathering what has otherwise been sundered, abandoned, broken or 
left in isolation” (Laing, 2016, p. 262), the way participants wrote their blog gallery 
entries alerted me to the notion that student teachers were not just writing to me, but more 
importantly, to each other. It was as if they craved for some sort of connection or 
recognition from their peers. This hunch was confirmed during the wunderkammer 
galleries when, despite my painstaking attempts at removing identifying markers (e.g., 
names of schools, CTs, supervisors, neighborhoods), student teachers yearned to see what 
other participants had written on their stuck moments, mingling over their own 
documents during breaks to see what peers had commented, shifting their bodies (almost 
proudly) when their moments were talked about as a group, or teasing each other during 
designated silent reading times with comments such as, “Ohhhhh! I think I know who 
wrote stuck moment #4!”, leading the author and commentator to exchange a knowing 
glance, smirk, or wink.  
 Usually, however, stuckness’ loneliness was not so jovial or collegial. In fact, most 
of the time, its effects were downright painful. 
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Corporeal Effects of Stuckness’ Loneliness  
 According to Laing (2016), when loneliness presses on the body, it can range 
from mild discomfort to a chronic, unbearable pain, a revelation confirmed by the 
participants in round-about ways. As Elaine Scarry (1985) articulates in The Body in 
Pain, it is often difficult to find the precise language to describe one’s physical pain 
because so often it is expressed through utterances like gasps, exhortations, and screams 
(Goulding, 2017). As such, and because poet Claudia Rankine4 was so popular among 
student teachers, I resort to poetry in an effort to render more visible and sense-able the 
felt woundings of stuckness’ lonely effects. Like Robert Frost, who claims that poetry is 
“the shortest emotional distance between two points” (Richardson, 1994, pp. 521), I draw 
from the affective resonance of poetry and its “electric, felt, [ability] to collapse distance” 
(Pindyck, 2016, p. 97) to articulate the attending, material effects of stuckness’ loneliness.  
 Each stanza of the poem is composed, verbatim, of the words or phrases 
articulated by a student teacher. I rely on line breaks and enjambments, along with 
italicized words, to convey the “gasps” (Scarry, 1985), pauses, and affective tenor of the 
student teachers’ own expressions. Additionally, and because this dissertation also 
highlights how materiality (i.e., school placements) matter (see Chapter IV), the poem 
was purposely printed on translucent paper in an effort to “see”5 the objects in relation 
during the creation of the wunderkammern, relations that are often obscured (and 
therefore easily overlooked or covered) by the material opaqueness of printer paper (see 
Figure 43 and poem). 
                                                
4 I was also inspired by Rankine’s (2004) Don’t Let Me Be Lonely, a book of narrative poems that 
examines the media-driven assault on selfhood in contemporary United States. 
5 This is with the recognition (and tension) that “seeing” is always partial and incomplete. 
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Stuckness, and its accompanying effects, leave material traces on the body that, 
while understandably difficult for student teachers to express in linguistic terms, are 
nonetheless consequential. Because affects are movements or transitions that are 
relational and have the power to both affect and be affected, I argue that stuckness 
diminishes student teachers’ “power of acting or force of existing" (Deleuze, 1988, p. 50), 
and also lead to a symbolic and physical effacement as well. Effacement, which comes 
from the French word effacer and means to wipe away or literally de-face, depicts how 
stuckness moves student teachers in ways where they are forced to “face” the possibility 
that they might never be(come) a teacher.   
Woundings of Stuckness 
Most  
of my stuck moments  
are  
legitimately  
in the morning  
when I wake up.  
I'm like, Fuck….  
legitimately like 
Ugh 
like there's something sticking to me.  
 
It’s like an open sore in the pit of my stomach,  
You know?  
 
It feels like I've had too much coffee 
Yeah, sort of like a jittery nerve.  
Yeah, sort of like that. 
And I have to tell myself, You really need to calm down.  
And I get so tired. 
No, exhausted.  
Sometimes to the point where I like feel almost sick;  
I'm cold 
 
There's been a couple times when I've just collapsed  
and just,  
not been able to continue anymore.  











And then there’s all the emotional crap 
The sadness  
and the anger  
and the frustration  








it’s the first time 
… 
it’s the first time in my life I've actually sought out counseling 
 
Usually it's me, you know, on the bed, crying, just sitting there...  
Recently it's gotten worse. 
where it's kind of like hyperventilating  
and I just can't...  
I just don't have the…  
winds or the emotional reserve to  
shake it off and keep on going, 
you know? 
I mean,  
It stops me cold 
I think I... 
I don't sulk, but I like... 
I kind of go like this  
[hunches shoulders, tilts head downwards]  
Like I'm ... 
Like I’m scared about something.  














I’ll look at the ground for a second.  
Or I'll avoid eye contact.  
And I'll feel just like...  
There's like a feeling.  
I don't know.  
There is a feeling.  
I always have to, like, gather myself afterwards.  
I don't know.  
The only way I can describe it is... [sigh] 
The only way I describe it is…  
I'm just like… 
[Both hands rake through hair] 
Fuck 
 
Becoming Teacher…Becoming Undone? 
Effacement: Can/Will I Ever Become a Teacher? 
 William and I sit to debrief his lesson on a brownstone’s stoop across from the 
school’s main entrance. I had just watched William teach an extraordinarily engaging and 
fruitful lesson at his elite high school placement. Like many of my other conversations 
with student teachers, our talk quickly turned to stuckness: 
Erica: You mentioned that you experienced a “pretty bad” stuck moment last 
night. Where did that particular moment take you? 
William: [Heavy sigh]: You know, they take me to whether or not I actually 
deserve to be a teacher, yeah…to whether or not I can be a teacher. Stuck 
moments are moments when emotionally, I feel I cannot continue doing teaching. 
[…] I feel like as a teacher you have to have a confidence in yourself that you can 
be a teacher. And for me, stuck moments are when I lose all that confidence, when 
I don't believe that I should be a teacher, and the sadness and the anger and the 
frustration that comes along with all that is so palpable. [William pauses for a few 
seconds and looks back toward the school]. So the majority of these falling aparts 
[sic] have been because of this underlying sadness and underlying shame 
Erica: In what exactly? 
William: That maybe I won’t ever be or should be a teacher.  
[William erupts into tears]. 




All of a sudden, tears begin to stream down his face. William tilts his chin toward his 
chest, covers his face with his left hand, and wipes his tears away with his right fist. In 
between breaths, tears, and fits of embarrassed laughter, he utters: “This is so fucking 
embarrassing. I’m so sorry. I can’t believe I’m crying. I have cried more times this 
semester than I have since I was 5 years old.” Although William seems to regain his 
composure rather quickly, his reaction—and the tear smudges left on his face—are like a 
cleave to my gut. Like an unrelenting bout of nausea, I carry them around for the next 
couple of days.  
 Unfortunately, William was not the only one whose stuckness led to such a sense 
of effacement. Others include: 
Ben: So, these [stuck] moments for me, at this point in this semester, maybe later 
on I’ll be able to use them as learning moments or moments of growth, but at this 
point, it calls into question right now, whether or not I will ever become a teacher.  
Harper: Me too. 
Ben: You guys might have different opinions on all this, but that’s where I’m 
coming from. 
Beth: I actually feel the same way. (Group conversation, 2/25/16) 
 
Unsure of what to do, I’m worried I’m unsuitable and I’ll never be a good teacher. 
(Harper stuck moment entry) 
 
 As sensed in the above conversations and entries, stuckness worked to diminish 
participants’ perceived and actual capacities of being and acting (Roy, 2003). Despite 
student teachers’ comments and class assignments, which demonstrated recognition of the 
structural and systemic inequities that plague schools (see Chapter V), most of the student 
teachers engaged in a victim blaming of sorts, often finding ways to legitimate their own 
negative self-image or sense of failure. William’s loss of confidence and feelings of 
sadness and shame, for example, felt justified for him. Like many of the other student 
teachers, William continued to assume his stuck moments were due to some “inherent 
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faulty mechanism” (William, 4/4/2016) or were something that he had brought upon 
himself. And while stuckness is often considered to be something personal, it is also 
political and collective (Laing, 2016).   
So Why Teach? Why Not Drop Out? 
 Despite the injurious “traffic of affects” (Lesko, 2010) that literally undoes 
student teachers and summons them to question whether or not they can ever be/become 
teachers, most of participants in this study went on to teach in public middle or high 
schools upon graduation.6 For me, this brings up an important question. If learning to 
teach for social justice is so painful, lonely, and perhaps even impossible, why continue? 
Why do it? Although a nuanced answer to this question lies outside the scope of this 
particular dissertation and warrants its own line of future inquiry, I posit my hunch here. 
Ultimately, I propose that student teachers “keep going” because it is part of the internal 
contract of the learning discourse. To keep going is not just a matter of individual will 
power (as is often lobbied by neoliberal logics)7, but it is part and parcel of the linear, 
telos-driven learning discourse, where moving forwards or trudging onwards into the 
teaching field is simply what you do: It might be painful and uncomfortable now, but 
there is hope that in the future, it will get better. 
Conclusion 
 I conclude by reintroducing the notion that the a/effects entangled and generated 
in stuckness—worry, anxiety, anger, shame, and loneliness, among others—produce the 
                                                
6 Four out of the six research participants responded to my email query. 
7 In line with my own theoretical framework, rationality, intentionality, and agency are never 
located within the human individual, but are assembled, performed, and constructed across the larger 
assemblage, of which the human body is part (Jackson & Mazzei, 2012). 
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“forgetting” (Roy, 2003) of the larger forces that animate student teacher’s stuck 
moments, forces that I argue are not borne from a theory-practice gap, but from the 
infiltration/dominance of learning discourses (Biesta, 2012)—among other bodies, forces, 
affects—that can work against equity and justice. 
Nonetheless, I contend that stuck moments—precisely because of their painful 
and injurious a/effects—can act as initial “transgressions” (Foucault, 1984) that can help 
SJTE programs and practitioners see and sense how things are not always the way they 
should be. As “impressions which force us to look, encounters which force us to interpret, 
[and] expressions which force us to think” (Deleuze, 2000, p. 95), stuck moments hold 
interruptive capacities that can expose, for example, how learning discourses—as a 
regime (Deleuze, 2007)—can be “engineered” or “choreographed” in ways that sediment 
perception, thinking, identity, beliefs, and judgment (Connolly, 2013). 
 Although the portraits that I have painted across these chapters appear grim, they 
are not pessimistic. Just like affects can work to secure the learning paradigm’s territory, 
they can also to work to highlight its slippages or cracks. After all, because sensations are 
indeterminate, emergent, and always prior to sedimented forms and representations 
(Rajchman, 1998), affects—such as those entangled in student teachers’ stuck 
moments—have a capacity to interrupt this problematic common sense and generate 
spaces where new configurations and modes of being/becoming can become possible 
(Roy, 2003). As I describe in the next chapter, I contend that SJTE programs and 
practitioners need to become attuned to the affective potentiality of stuckness and 
consider how studying (versus learning) for social justice—along with the cultivation of 
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particular spaces for this to occur—can expose the paradoxical forces, bodies, and 








VIII – CONCLUSION 
 
   If you knew when you began a book what you would say at the end, do you 
think that you would have the courage to write it? . . . The game is worthwhile 
insofar as we don’t know what will be the end.” (Martin, Gutman & Hutton, 1988, 
p. 9)  
  – Michel Foucault 
 
 Like Franz Kafka, who—according to Deleuze and Guattari (1986)—set out to 
write about the Great Wall of China but ended up writing a story about bureaucracy, this 
dissertation, too, has wandered in unwieldy and unforeseen ways. What started as a path 
to understand stuck moments (perhaps selfishly even my own) ended up highlighting the 
infiltration and dominance of learning discourses (Biesta, 2012) in SJTE. As a fledgling 
teacher educator, one who has welcomed and relied on this paradigm, where does that 
leave—or rather, lead—me? Perhaps that is the burden of seeing things differently. You 
can never go back; you are forced into new becomings (Roy, 2003).  
 This meandering journey sprang from two research questions: (a) How do 
discursive, affective, and material forces shape student teachers’ stuck moment(s)? and 
(b) What do these stuck moments do to student teachers? I began by arguing that student 
teachers’ stuck moments were more than just a symptom of the theory-practice gap, but 
were an assemblage of human and nonhuman bodies and discursive, affective, and 
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material forces. Through my year-long post-qualitative case study, my “findings” reveal 
that field site placements, student teachers’ desires to have an impact, their fantasies of 
teacher/teaching mastery, juxtaposed with the aporias of justice work, work to constitute 
the stuck moment assemblage. Specifically, in Chapter IV, I posited that while it is 
impossible to disentangle the forces and bodies of stuckness, the materiality of 
participants’ student teaching sites played a pivotal role in shaping the kinds of stuck 
moments student teachers experienced. In the less resourced urban sites, for example, 
participants’ stuckness revolved—at least superficially—around issues in their students’ 
lives and/or the discipline and management of bodies. In the elite urban schools, 
stuckness centered around the amount of work needed to accommodate those students.  
 Chapters V, VI, and VII explored how student teachers’ desire to make a 
difference (i.e., have an impact) and achieve teaching/teacher mastery were largely 
influenced by the learning discourses (Biesta, 2005, 2006, 2011, 2012) that circulate 
within and across both the SJTE program and school placement sites (see Figure 44). The 
predominance of this learning paradigm, as a constituting element of the stuck moment 
assemblage, counters justice-doing work and also generates and heightens the negative 
effects that student teachers often experience. These include loneliness, shame, fear, 
anger, frustration, and worry, among others. Together, the confluence of these forces, 
bodies, discourses, and affects, undo student teachers, leading many of them to wonder if 
they can ever be(come) a teacher, but also work to keep them in the teaching field. 
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 Here, at this arbitrary end,1 I do not offer definitive truths or aim to bring some 
magical closure (MacLure, 2013). Instead, and in thinking with Deleuze and Guattari’s 
(1987) call to resistance and creation, I map out tentative, always evolving, implications 
for stuckness, SJTE programs and practitioners, and describe the “possibilities and 




Figure 44. Stuck moment assemblage. 
 
Working the Ruins of Failure and Stuckness of Becoming Teacher 
When I pulled out the banner “FAILURE IS FREQUENT & INEVITABLE” 
from the large art folio I had stored it in to begin my analysis, a rush of awe and wonder 
fell over me. Although the first time I saw the banner was during the second 
wunderkammer gallery when it was affixed to the wall high above my head (see Figure 
                                                




45), during this second encounter, different noticings and sensations surged forth. Instead 
of the smooth, soft surface that I (mis)remembered, I was immediately drawn to the 
coarse texture and baritone sounds that emanated from the banner each time I moved it. 
Up close, I could see and touch the wrinkles in the butcher paper, creases which—like the 
poster’s message—were frequent and inevitable. The undulations and markings in the 
material were in sharp contrast to the banner’s overall heft and size, which, at over four 
meters long, anointed the banner with a sense of strength, even defiance! The 
juxtaposition of these characteristics—the imperfections that could be seen up close and 
the seemingly tough veneer—made for a fitting metaphor of what stuckness looked like: 




Figure 45. “Failure is Frequent & Inevitable” banner. 
 
The inclusion of this poster in this final chapter is not merely for the sake of 
repeating the same message over and over again (i.e., stuckness as failure). For, as 
Deleuze (1994) reminds us, pure repetition is always illusory: there is never a recurrence 
of the same, but of difference, a difference that invokes both the promise of something 
new and the possibility for reinvention and transformation (Parr, 2005). As such, I want 
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to emphasize how despite student teachers’ conceptualizations of stuckness as a “failure 
that is frequent and inevitable,” it heralds a potential break from given paths or logics 
(e.g., the learning paradigm in SJTE) and allows us to consider the ways in which we, as 
SJTE educators, might work its “ruins” (Lather, 2001). For Patti Lather (2001), failures 
can become “provisional grounds” where “new uses are derived” (p. 2). Stuck moments, 
as painful, alienating, and shamefull as they might be, point to a becoming-other than 
they used to be, making it possible for our future student teachers to feel and study the 
world differently (Muñoz, 2000).  
Ultimately, I do not consider stuckness in need of fixing or something student 
teachers need to escape from, for such viewpoints presume stuck moments as barriers to 
some telos-driven end and/or suggest that change cannot happen with(in) stuckness 
(Shomura, 2016). Instead, my rendition rethinks the centrality and value of “blockage” 
(Shomura, 2016) and embraces Halberstam’s (2011) assertion that “failing, losing, 
forgetting, unmaking, undoing, unbecoming, [and] not knowing”—all of which happen to 
varying degrees in stuck moments—“may in fact offer more creative, more cooperative, 
more surprising ways of being in the world” (p. 2). By eschewing commonsensical 
notions of temporality (“it lasts forever!”) and linear notions of progress (where one 
simply becomes a teacher upon graduation), stuck moments can work to defamiliarize 
what tends to go without saying in teacher education, unsettle habituated sensoria that 
block openings to new ways of sensing/being (Shomura, 2016), and decenter the human 
as the locus of stuckness. But most importantly, as assemblages that are always in a state 
of emergence, stuckness can work to both expose the infiltration (i.e., workings) of the 
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learning paradigm and also oppose its domination (i.e., politics). Consequently, I contend 
that stuck moments hold political and ethical value in SJTE. 
Implications for Practice 
 Like affect itself, which has the capacity to shift and move bodies in willful and 
unwillful ways (Dernikos, 2015), my hope is that this work might nudge our thinking and 
practices—however slightly—around research, theory, and practice in university-based 
teacher education. Below, I offer potential implications for SJTE programs and 
practitioners. They are organized around two overarching themes: studying (versus 
learning) for social justice (Lewis, 2011) and considering/cultivating spaces. Specifically, 
I argue that studying for social justice requires SJTE to support student teachers as they 
wrestle with the uncertainties and negative affects that accompany stuckness in the 
process of becoming-teacher (Marble, 2012). In regard to thinking about space(s), I urge 
SJTE to carefully consider field placement sites, as well as cultivate places in which 
preservice teachers can study, create, and experiment in ways that work against the 
stultifying effects of the learning paradigm. While I expand on these recommendations 
below, they are not meant to be prescriptive. Like Deleuze and Guattari (1987) would 
suggest, take only what works.  
Studying vs. Learning to Teach for Social Justice 
 Due to learning discourses’ dominant and dominating capacities, I contend that 
the “battle” SJTE needs to fight involves throwing off, or shedding itself (as much as 
possible), from this paradigm (Roy, 2003). As Deleuze likes to make clear, it is through 
“loss rather than acquisition that we gather the necessary momentum for transformation” 
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(Roy, 2003, p. 116). And while I recognize that completely shedding ourselves from this 
discourse is impossible—after all, the learning paradigm is the sine qua non of neoliberal 
thought in education—I propose studying for social justice as a provocative alternative 
(Lewis, 2011). After all, I do not think that one can learn to teach for social justice since 
justice is never an autonomous, singular, or certain process. Rather, we can only study for 
social justice, where studying is something one inquires into, encounters, or dwells in 
(Lewis, 2011). 
 Drawing from Agamben’s (1993) theory of studying, Tyson Lewis (2011) 
conceptualizes studying as a “‘a stateless status’ without destination” (p. 592) that is akin 
to tinkering or experimenting. Unlike learning, which typically identifies specific start 
and endpoints, determines the targets that need to be reached, and stipulates the tools with 
which to measure whether or not the intended outcomes were achieved, Lewis (2011) 
describes studying as “learning without end, without occupation, and without destination” 
(p. 598). Because studying decouples learning from its instrumental (often economic) 
usage and telos-driven futurity (Lewis, 2011), I believe that studying has the interruptive 
capacity to stymie the “politics of learning” (Biesta, 2012). 
 Obviously, my recommendation is bound to gnaw, or bedevil, the “learning 
society” (Masschelein, Simons, Brockling & Pongratz, 2007) and its teacher educators 
who will wonder what teaching will look like if we unshackle ourselves from this 
paradigm. However, is that not the goal of education, “to think otherwise, to engage the 
force of that which is other, different and new?” (Bogue, 2008, p. 15).  
 To be clear, suggesting that SJTE offer opportunities to study (versus learn), does 
not mean that I suggest we give up on SJTE or social justice. Nor does it require that we 
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relinquish all knowledge and skills, or adopt a lackadaisical or rigorless approach (Voss, 
2013). These (misguided) assumptions are often indicative of the learning paradigm’s 
dogmatic “logic of OR” (Lecercle, 2002) framework, where the holding together of 
multiple, competing possibilities, is often dis-allowed. Studying, however, can help SJTE 
preservice teachers and teacher educators to linger in stuckness’ attendant complexities, 
where “paradoxical gestures toward unity and multiplicity, tradition and difference, self 
and other” (Wang, 2005, p. 52) mix and mingle. Below, I offer some possibilities as to 
what this might look/sound/feel like in SJTE and how teacher educators can support such 
a process. 
 Attending to the “endemic uncertainties” of teaching. This study, along with 
numerous others in the field of teacher education and SJTE (e.g., see Britzman, 2012; 
Feiman-Nemser, 2012; Lortie, 1975; McDonald, 1992), reiterates how student teachers 
continue to grapple with the “endemic uncertainties” of teaching (Lortie, 1975). Given 
the millions of overeducated and financially overburdened millennials that are now 
entering the teaching field—and their generational proclivity for certainty (e.g., Alsop, 
2008; Harris, 2017)—SJTE teacher educators face a difficult task. In this vein, I argue 
that teacher educators need to help student teachers study, sense, or become aware, of the 
coming together of these various forces/drives/ intensities and consider the ways in which 
they work to “undo” student teachers and keep them “going,” but most importantly for 
SJTE, work against social justice. A study in the recognition and perception of the 
desiring, relational, and affective forces can help student teachers tend to their stuckness 
while still confronting the realities of neoliberal accountability policies that will 
inevitably demand certainty, impact, and progress.  
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 Attuning to affect, including negative affect. Studying also allows us to be more 
sensitive to the affective forces that flow through SJTE. Since affective forces have the 
capacity to move us in ways that are impossible to predict, affects possess the potential to 
unsettle the dominance of the learning paradigm. Consequently, I urge SJTE practitioners 
(e.g., faculty and staff, supervisors, and/or cooperating teachers) to be(come) more 
attuned to the affective forces that swirl across the diverse spaces of SJTE (e.g., 
university classrooms, field placement sites, gathering/meeting places). And while this 
might involve sensing the often invasive, paradoxical, and injurious forces that typically 
surge in SJTE contexts, my intention here is not to fetishize or glamorize these negative 
affects. After all, I have felt and seen firsthand how they deflate student teachers in 
incredibly painful and alienating ways. What I hope is for these negative affects not to be 
downplayed as merely uncomfortable feelings, justified as part of the work, or valued as 
signs of growth and learning. Such actions would simply reinforce the infiltration of these 
learning discourses in SJTE and would hinder the pedagogic (and possibly 
transformational) potential of that which goes unexpected. As such, SJTE practitioners 
need to be “on the lookout” (Deleuze & Parnet, 2007) for the bubbling up of intensities, 
whether it is a palpably changing mood or atmosphere, a wayward laugh, a charged 
silence, or a helpless shrug, for these point to potential unfoldings that can work in 
transgressive ways; exerting pressure, for example, on student teachers to unlearn (or 
begin to loosen) their attachments to problematic regimes (Roy, 2003; Shomura, 2016). 
In this way, I contend that SJTE practitioners need to be “watchers-and-waiters” just as 
much as they are “movers-and-shakers” (Airton, 2014, p. 286). 
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Considering and Cultivating Spaces 
 Field placement sites. SJTE programs need to carefully (re)consider their field 
site placements. In this study, all participants—in line with their SJTE program’s 
mission—were placed in urban public schools for their student teaching. However, as I 
showcased in Chapter IV, urban public schools are not a monolithic category. The 
material–discursive productions of particular school spaces, or the inter and intra-actions 
of the bodies, forces, and affects that traverse (and constitute) each site varied drastically, 
shaping the kinds of stuck moments that the student teachers experienced. As such, when 
SJTE programs place their student teachers in particular sites, deliberate and careful 
reflection is needed. To be clear, I am not suggesting that SJTE programs place teacher 
candidates in particular kinds of urban schools—whether it is among the more 
marginalized schools (like Beth’s), the marginalizing (i.e., elite) schools (like Kaiden’s), 
or somewhere else along the gamut. Quite simply, I ask SJTE programs to consider the 
effects of what particular spaces (i.e., school sites) do (and for whom).  
 I also encourage SJTE to make sure issues around spatial and racial justice (Soja, 
2011) are included across the curriculum. This could include experiential and/or 
investigative work that troubles the homogenous category of urban or urban public 
schools and explores how the processes of ordering and re-ordering urban spaces 
(e.g.,gentrification) can exacerbate social exclusion and injustice.2 Because space is a 
                                                
2 Like Deleuze, I am wary of naming/identifying particular practices because they can become 
prescriptive and reductive. However, here, I wish to call attention to one specific class assignment from the 
SJ&D course that I observed that seemed to generate fruitful understandings of the relationship between 
schools, space(s), and justice. The assignment from the syllabus was called “Public Space and Equity 
Curriculum” and required student teachers to “collect and use spatial data to examine the world around 
[them] and analyze how equity issues are inscribed in and affect how people access space.” Through spatial 
encounters that asked students to “sense” their ways around a particular space, the goal of the assignment 
was “to develop a critical disposition to the spatial curriculum around schools.” 
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“causal force with as yet relatively unexplored explanatory power” (Soja, 2011, p. xiv), 
issues around justice and space need to figure prominently in SJTE. 
 Spaces for study, creation, and experimentation. Whether physical or virtual, 
SJTE would benefit from the cultivation of spaces for study, creation, and 
experimentation. The wunderkammer gatherings, while only one possible example, 
highlights what such a space might look/feel/sound like and what it can do. As a “virtual 
stitching together” (Hickey-Moody, 2007) of varied affects, discourses, desires, stories, 
bodies, ideas, and atmospheres (among others), the collective wunderkammer space not 
only fostered a sense of intimacy and belonging among a group of isolated and lonely 
participants, it was also a place where student teachers could reflect on their experiences 
in both the university program and their site placements, collaboratively problem solve 
(Epstein, personal communication , February 1, 2018,), and begin to trouble normative 
conventions around what it means to teach or become a teacher.  
 Many SJTE programs, including this one, already have programmatic spaces for 
this to happen (e.g., a student teaching seminar). However, as the participants in this 
study made clear in unsolicited responses, conversations around stuckness and/or the 
“yucky process of becoming a teacher” (Harper, individual conversation, 2/23/2016) 
were usually inhibited because of the “stakes involved” (David, group conversation, 
4/22/2016): there was either a grade attached to the course, and/or the seminar was 
usually facilitated by program staff or faculty. Student teachers stated, for example: “In 
seminar, sometimes I worry that what I say might get back to a professor. I mean, come 
on, you know they talk, so I usually don’t say anything” (David, 3/2/2016); “I feel like 
you have to be reverential to whatever they say. Like, ‘Thank you professor! Your advice 
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is sooooo helpful. This is going to solve all my problems’” (Beth, 4/22/2016); “Or, like, 
we always have to show or say how we are going to grow or learn from our problems, 
you know? But here, [referring to wunderkammer space], I can actually say what I really 
feel, like ‘I’m really scared and I don’t know if I can do this’” (Kaiden, 4/22/2016).  
 Given student teachers’ evocative responses, I contend that an outside “mediator”3 
(Deleuze, 1995), someone connected and familiar with the work of student teachers and 
their experiences—but outside the purview of the program—might be beneficial. 
Although the proposition of an outside mediator sounds like yet another infiltration of the 
learning paradigm (where student teachers are positioned through a deficit perspective 
with someone there to “help” them), my intention deviates from this perspective. A 
mediator, as I conceptualize it, is not somebody who will solve problems, dole out 
advice, or offer therapy, but is rather an individual willing to work “beside” (Sedgwick, 
2003) student teachers to think, create, and tinker with a multiplicity of ideas around 
student teaching and stuckness and education and teaching, and, and…. The 
opportunities for creation, connection, and experimentation made possible by mediators 
and/or spaces can trouble the “violence of the given” (Wang, 2005, p. 52)—that is, 
normative conventions around what it means to teach/be(come) a teacher—and provide a 
setting for new “images of thought” (Deleuze & Guattari, 1987) to take flight. 
                                                
3 For Deleuze (2005), mediators do not have to be of the human kind (although they can be). A 
mediator can be a corporeal body, a body of ideas, or a physical space, among others. Deleuze (1995) 
states: “Mediators are fundamental. Creation’s all about mediators. Without them, nothing happens. 
Whether they’re real or imaginary, animate or inanimate, you have to form your mediators. If not…you’re 
lost” (p. 125). 
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Methodological Implications and Dilemmas: Reflections on (Post-Qualitative) 
Methodology 
 I used a post-qualitative methodology to move away from the singular 
(reductionist) representations of stuckness that often undergird teacher education research 
and frame stuck moments as indicative of the theory-practice gap. Due to its “inventive” 
and “creative” (Deleuze & Guattari, 1987) capacities, I argued that such a methodology 
would help me explore the “fractious, multiplicitous, and unpredictable” (Stewart, 2007, 
p. 3) dimensions of “becoming teacher” (see Chapter III). Yet, as I forayed deeper into 
this research journey, the more I wondered (and worried) about whether I was actually 
engaging in a post-qualitative approach or whether it was simply a jazzed up version of 
qualitative methodology. After all, although I set out to experiment with order, disorder, 
and the ruin of representation (Dernikos, 2015), the methods I employed seemed 
emblematic of conventional qualitative research: I used field notes, observations, 
participant observations, interviews, etc. To be sure, I problematized these and 
reconceptualized them as multi-sensory observations, conversations, jottings, and blog 
galleries, but here, at this arbitrary end, I’ve become quite wary and skeptical of what 
such labels and categories (e.g., qualitative vs. post-qualitative) do. While the effort to 
experiment and create something new (without thinking that it is actually original) is a 
tenet of post-qualitative methodology, more important than any label (or prefix) is 
whether or not said methodology is actually generative or creative. Despite the inherent 
limitations that accompany any research endeavor, I contend that this study’s 
methodology harnessed both. 
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Facing Stuckness  
   It’s tough to write something in moments like this, when people are already on 
the verge of going crazy trying to patch their lives back together. . . . My fear is 
that I won’t be able to describe it. (Leland, 2017, para. 8) 
– Laurie Anderson 
 
 Like Berlant (2007), who remarks that impasses “can only be approached 
awkwardly, described around, [or] shifted” (p. 47), my researcher role also sustained 
some of this awkward and messy disquietude. Primarily, I worried about doing justice to 
the participants’ stuckness. Was I attentive and responsive to their stuck moments? Was I 
too judgmental or too dismissive? Were my (re)presentations and/or analyses (while 
necessarily partial and incomplete) capacious enough? What would the participants think 
of my analyses and interpretations? Unable, for example, to include all of their stuck 
moments in this work, choosing which ones to include, analyze, and re-present, afflicted 
me. Additionally, I frequently wondered about my responsibility toward the program that 
opened its doors to me. Given the assault on university-based teacher education and the 
rampant critiques toward SJTE, I often worried whether my interpretations of student 
teachers’ stuck moments would be read as an attack on the program itself. I hope readers 
leave this dissertation impressed with the noteworthy work this program is doing. I know 
I am 
 As part of the research assemblage, I too was pushed and pulled into the swirls of 
stuckness, with “disconcerting sensations” (MacLure, 2011) and “bad feelings” (Lesko & 
Talburt, 2012) constantly pressing upon me. Like the student teachers in the study, my 
stuck moments as a researcher began to unravel me as well, provoking an “ontological 
panic” (MacLure, 2006) that often took the form of sleepless nights, nausea, and feelings 
of embarrassment or shame. While building the wunderkammer series during the analysis 
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process, I often found myself either stunned—unable to pull thoughts or ideas together—
or fighting hard to keep my humanist impulse to assign meaning at bay. My mind 
constantly drifted through half-formed feelings and thoughts, with certain stagings 
conjuring vivid details and others luring me into pits of confusion, despair, and defeat. 
But, because affects are pedagogical in that they bear the capacity to teach (Niccolini, 
2016), I often forced myself to dwell uncomfortably in these dizzying moments, fighting 
hard to attend to the myriad intensities, yet remain open to what that they might teach me 
(Shomura, 2016). While much of what they offered me is displayed across these pages, 
their most significant pedagogical gift was to help me understand how experimentation 
and disorientation (Ahmed, 2006) can evoke wonder (MacLure, 2013): a wonder that is 
capable of sparking connections, inventively disturbing that which often gets taken for 
granted, and conjuring new thoughts and ideas. As such, I end this section with a 
concerted call for continued creativity and experimentation in research methodologies 
and practices. As we creep into this new political era, I contend that conventional and 
commonsensical ways of exploring our world are woefully inadequate to understand the 
complex conflicts of today’s sociopolitical arena (Strom & Martin, 2017). Experimental 
methods, and the attendant creativity they both require and invoke, may be one of the 
most powerful tools we have at our disposal.  
Afterthought4  
Born from the residues of extinguished intensities, an afterthought usually steps 
on the scene belatedly (Shomura, 2016). It is that awkward space between “ending” 
                                                
4 The inclusion of this section was inspired by Chad Shomura (2016)’s breathtaking dissertation 
which also ends with an “Afterthought.” 
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something and stumbling and fumbling into the tentative unknown. Like the student 
teachers of my study, this dissertation—and its repetitions of (varied) stuckness—has 
both undone me and re-assembled me in myriad ways; it has engulfed me in a swarm of 
dizzying affects, haunted and taunted me with my own stuckness, urged me to write, 
think, experiment, and repeat the process multiple times over. And while my aim was to 
disrupt or interrogate given ways of thinking about SJTE, becoming teacher, and 
stuckness, the conversations and connections started here are far from over. Like Michel 
Foucault’s famous adage where he describes how the purpose of writing a book is not so 
that it becomes the final word but rather for other books to become possible, I reiterate 
the same sentiment here. In no way does this work offer any final truths about stuckness, 
SJTE, or the theory-practice gap. My aim is to force new work into becoming—work that 
both refutes and expands on what is re-presented here, but more importantly, charters 
new images of thought (Deleuze & Guattari, 1987). 
* * * 
Near the end of my dissertation journey, searching for a reprieve amidst the piles 
of articles, papers, books, and drafts that literally cluttered my life and immediate 
surroundings, I decided to take a break and go out for a walk to clear my head. I was, of 
course, distracted, not really looking anywhere but down, and stepped out onto what I 
thought was an empty street. All of sudden, I sensed a commotion: a gush of wind, a car 
swerving out of the way, repeated honks of a familiar sounding horn, and a barrage of 
curse words. Quickly shaken out of my trance, I looked in the car’s direction to try to 
register what happened. I saw a middle finger waving angrily at me from the driver’s side 
window and the back of an eerily familiar sight: the tail lights of a decades-old Mercury 
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Villager minivan. And just like that, I’m taken back to my own stuck moment in Pablo, 
the Party Van. I’m glad no one is watching because I fall into a lump of tears and 
wayward laughter on the sidewalk. Like student teachers’ stuck moments, stuckness 
unfolds in unwieldy and patchy ways, but its capacity to surprise and repeat in ways that 
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Wunderkammer Google Doc Sample 
 
Wunderkammer: Collection of Stuck Moments 
 
I want to invite you to think of this “space” (i.e., Google Doc) as “ongoing construction of a 
cabinet of curiosities or wunderkammer (wonder cabinet)… ‘a syntax of unanticipated 
associations’…a multi-sensory experience….an intensification” (MacLure, 2014, p. 180). 
 





• Wunderkammers (wonder cabinets or cabinets of curiosities) were assembled across 
16th/17th century Europe.  
• It was a room or cupboard built to hold and display the collection of princes, merchants, 
scholars, apothecaries, and priests.  
• “Crammed with fruits the fruits of exploration, imperialism, technological advancement, 
scholarship, medicine and mercantile adventures at the edges of the known world, the 
cabinets held natural history specimens, optical instruments, mechanical toys, artworks, 
precious gems, maps, fragments of sculpture, strange objects, the stuffed carcasses of 
exotic animals and anatomical anomalies” (MacLure, 2014, p. 180).  
 
As a data collection and analytic tool, I believe that a wunderkammer (i.e., this Google Doc): 
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• Has the ability to “bear witness to collection as a form of inquiry–an open-ended 
experimentation with, and receptivity to, bodies of knowledge whose contours are 
constantly shifting and expanding” (MacLure, 2014, p. 180)  
 
• Can act as “an experiment with order and disorder” (Stafford, 2001, p. 7) 
 
• Is “as an open-ended and ongoing practice of making sense” (MacLure, 2014, p. 181). 
 
 
What to Include in this Google Doc Wunderkammer? 
Anything related to your “stuck moments” (e.g., free writes, pictures of objects, photographs, 
recordings of sounds/conversations, links to articles, journal entries, descriptions of WTF 
moments)  
 
Anything that MOVES, AFFECTS, PUZZLES and/or make you WONDER… 
 
If you need/want to see examples, you can click here: http://www.stickycuriosities.tumblr.com/ 
 
Instructions: 
The hope is that you will blog/post around 4-6 “stuck moments” throughout the semester in this 
Google Doc. (“Ideally” you might post 2-3 “stuck moments” before our Feb 25th Blog Entry 
Gallery meeting, and 2-3 before our April 21st meeting). 
 
To add you own stuck moment, simply scroll down, INSERT a “horizontal line,” write the date, 
and insert/link/draw/write about your stuck moment. 
 
Remember: While anything and everything that is said/written/drawn in this space is 
private, these “posts” or “entries” will be “printed out” for our two Blog Entry Galleries 
(see dates below). However, all identifying markers (i.e., your name, the name of your 
school, location, students’ names, CTs’ names) will be removed or given a pseudonym. 
 
Dates for Blog Entry Galleries: 
Blog Entry Gallery # 1: Thursday, February 25, at 7:00 p.m.- 8:00 p.m. (Location TBD) 









Possible Guiding Questions for Wunderkammer Galleries 
1. Describe what you noticed about the “stuck moment” entries. 
2. Which particular “entries” called your attention?  
3. Why or how so? 
4. Tell me more… 
5. Were there any stuck moment entries that you were surprised by? 
a. Why or how so? 
6. What feelings about “stuck moments” did the entries bring up for you? 
7. What thoughts about “stuck moments” did the entries bring up for you? 
8. What questions about “stuck moments” did the entries bring up for you? 
9. What feelings about student teaching did the entries bring up for you?  
10. What thoughts about student teaching did the entries bring up for you? 
11. What questions about student teaching did the entries bring up for you? 
a. 6. What feelings about your teacher education program did the entries 
bring up for you?  
12. What thoughts about your teacher education program did the entries bring up for 
you? 
13. What questions about your teacher education program did the blog entries bring 
up for you? 
a. 7. How, or in what ways, did you choose to assemble this gallery? 
b. 8. What was this process (i.e., of assembling your stuck moments into a 
gallery) like for you? 
c. 9. (Wunderkammer Gallery #2): What are some things that you noticed 
about  the “stuck moments” that you did not notice before? 
d. How is this gallery different or similar to the first one? 
e.  What are some of the affordances and limitations of this wunderkammer 
over the first one? 
